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Abstract
Within a Southwestern school system, deficits in early literacy skills exist as is illustrated by
kindergarten students not meeting the requirements on the Phonological Awareness and Phonics
Inventory (PAPI). To address this deficit in early literacy skills, the school system instituted the
use of the Guided Reading Approach (GR); however, it was unknown how the kindergarten
teachers were implementing GR. The purpose of this study was to investigate the experiences
and challenges of kindergarten teachers who implement GR. Vygotsky’s sociocultural theory of
learning and constructivist theory provided the theoretical framework. Research questions
explored the thoughts, attitudes, and beliefs teachers hold about GR as well as the challenges
teachers face when incorporating GR. A case study methodology was used to investigate 6
kindergarten teachers’ experiences with implementing GR through the use of interviews and
document analysis. Analysis of data revealed that teachers believed that GR was a necessary
component of teaching and increased student success. However, teachers did not have enough
training, collaboration, or time to invest in GR. A professional training was developed for
teachers as a result. The 3-day training will provide teachers with an overview of GR,
opportunities for the participants to collaborate with colleagues, and time for the development of
GR lesson plans that can immediately be transferred to the classroom. Positive social change
may result by helping teachers better understand GR (components and implementation), which
may result in an improved reading program, higher student performance, and information to
influence others to improve reading programs.
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Section 1: The Problem
Introduction
In elementary school, the major focus of primary level (K–3) instruction is
teaching children to read. According to Adams (1990), about a third of all children
struggle with learning to read. Literacy continues to be a pivotal part of successful
achievement in school. For children to make a smooth transition from being nonreaders
to beginning readers it is vital they master early literacy concepts and acquire early
literacy skills (Duncan & Seymour, 2000; Gettinger & Stoiber, 2007). Research indicates
children who have trouble learning to read at the early grades are not likely to catch up
with their peers (Lentz, 1988; Neuman & Dickinson, 2001; Snow, Burns, & Griffin,
1998; Torgesen, 1998; Whitehurst & Lonigan, 2001). This is why so much emphasis is
placed on preventing reading problems in the early grades (Clay, 1993; Pinnell, 1989;
Slavin, Madden, Dolan, & Wasik, 1996). To encourage early forms of reading and
writing to flourish and develop into conventional literacy, schools must provide effective
early literacy instruction, which includes providing students with developmentally
appropriate environment, materials, experiences, and social support. One research based
approach that a Southwestern school instituted to provide sufficient and appropriate
literacy experiences is the guided reading (GR) approach.
Definition of the Problem
At the rural Southwestern elementary campus, students are entering kindergarten
with deficits in early literacy skills. Those students having deficits were identified by the
Phonemic Awareness and Phonics Inventory (PAPI). Deficits in early literacy skills can
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have an effect on kindergarten students as they begin to learn essential literacy skills that
will affect them academically and personally throughout their lives (Gomez, 2009). The
most important factor in literacy acquisition, indicated by research, is the proper
development of early literacy skills (Clay, 2000). The key for children to develop these
skills and to be successful independent readers is instruction provided by skilled
educators (Iaquinta, 2006). The problem is the teachers at the school may not be
adequately implementing the GR program that was adopted to address the issue of poor
literacy skills among kindergarten students.
Rationale
Evidence of the Problem at the Local Level
The goal of GR, in accordance with the Southwestern district’s curriculum, is to
provide the most effective small-group instruction for all readers, struggling or
independent, and then pair students with materials that are appropriate for their reading
ability at the time (J. Wiatrek, personal communication, October 25, 2012). Struggling to
read is accompanied by multiple factors and circumstances. According to Meier (2009),
this literacy phenomenon has become an area of concern for educators, parents, and
policymakers. The administrators at the Southwestern district saw an increase of students
entering kindergarten with deficits in early literacy skills. Because kindergarten students
are now expected to enter first grade with beginning reading skills, a decision was made
to use GR to enhance early literacy skills for students in their classroom. Evidence from
the district’s data base indicates a need for an intervention to help students with deficits
in early literacy skills. Table 1 below explains what tests were used to identify deficits in
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early literacy skills, what year the test were administered, and the total number tested.
The district opted not to administer any type of test during the 2010-2011 and 2011-2012
school years. The numbers under the column titled Developed indicate the number of
students, out of the total tested, that have met the early literacy skills requirement. The
numbers under the column Not Developed indicate the number of students who have not
met the early literacy skills requirement. This data revealed a need for an intervention to
enhance early literacy skills in the kindergarten classrooms. The district decided to
mandate GR as the reading intervention.
Table 1.
Kindergarten Preassessments
Test

Year

Developed

Not
Developed

Texas Primary
Reading Inventory

2007-2008

228

126

64

2008-2009

277

162

115

2009-2010

134

108

26

147

120

27

Total tested

(TPRI)
Texas Primary
Reading Inventory
(TPRI)
Iowa Test of Basic
Knowledge and
Skills
(ITBS)
No Tests were
administered

2010-2012

Phonological
Awareness and
Phonics Inventory

2012-2013

(PAPI)
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Six years ago when I was a kindergarten teacher, we were provided 2-days of
professional development (PD) on GR. On the first day, the presenter provided a
definition of GR and the research behind GR. On the second day the presenter focused on
the use of assessment and how to use the data to form groups for GR and the process of
GR. The Region 20 presenter visited the school twice during 2009-2010 school year,
once in the fall and once in the spring, to see if teachers had any questions about GR and
how to implement it in the classroom.
There are currently seven kindergarten teachers. Four out of the seven
kindergarten teachers have received some PD and training in GR. The three new
kindergarten teachers have received training from the veteran kindergarten teachers but
have indicated during Professional Learning Communities (PLC) that they do not feel
knowledgeable about GR and how to implement it adequately in the classroom.
Evidence of the Problem from the Professional Literature
Recent research by the National Research Council (NRC) indicated four in 10
children experience literacy problems (Snow et al., 1998). A large number of people in
America cannot read as well as they should to be successful in life (National Assessment
of Educational Progress (NAEP, 1996). Children at risk for reading difficulties should
have access to early childhood environments that promote language and literacy
development. These environments should support students’ development of skills that
predict reading achievements (Snow et al., 1998). Learning to read is a lengthy and
difficult process for many young children. Achievement in learning to read is based on
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enhancing language and literacy skills very early in life through intervention.
Schickedanz (1999) stated, “Reading and writing, like other aspects of development have
long histories that reach back into infancy” (p. 1). It is essential young learners establish a
strong foundation for reading because the skills they gain support their academic
achievement and their development of social skills.
Studies have shown children who have a solid base of early literacy skills
generally have higher achievement in reading than their classmates who lack such skills
(Morris, Bloodgood, Lomax, & Perney, 2003; Strickland & Shanahan, 2004; Storch &
Whitehurst, 2002; Walpole, Chow, & Justice, 2004). Consequently, teachers must
expediently ensure students whose emergent literacy skills are limited receive an array of
opportunities to enhance these skills (McMahon, Richmond, & Reeves-Kazelskis, 2001).
These literacy experiences can be provided to students who need emergent literacy skills
through GR sessions.
In most schools today, implementing a high quality literacy curriculum is
recommended to help attain education, financial stability, and personal development (Au,
Raphael, & Mooney, 2007). Wepner and Strickland (2008) noted students need to be able
to read to meet life’s challenges. Teachers are tasked with providing students varied
enough experiences and tools to enable them to gain solid reading skills early in their
schooling. Children are born with the tools they need to become readers, and it is up to
teachers to encourage students’ engagement in reading by making it fun and enjoyable.
GR instruction in among the research-based, best practice approaches used to support
early readers in developing broad literacy skills (Fountas and Pinnell, 1996). Fawson and

6
Reutzel, (2000) indicated GR has become an essential approach to reading instruction in
the United States. Mooney (1990) noted children in the early literacy stages can
particularly benefit from this approach as they work to gain fluency. GR is a small-group
reading instruction designed to provide differentiated teaching that supports students in
developing reading proficiency. For the student, the guided reading lesson means reading
and talking (and sometimes writing) about an interesting and engaging variety of fiction
and nonfiction texts. For the teacher, guided reading means taking the opportunity for
careful text selection and intentional and intensive teaching of systems of strategic
activity for proficient reading (Fountas & Pinnell, 1996).
Because teaching reading is complex, it can be overwhelming for teachers, who
have to meet the diverse needs of their students. Teacher may become frustrated trying to
meet the needs of all students, yet implementing GR may help address the problem.
Fawson and Reutzel (2000) noted, “Teachers we have worked with are typically excited
about the possibilities of providing the necessary scaffolding and instructional support to
their students that GR offers” (p. 84). To effectively use GR, however, educators need to
see it in action in a classroom.
Because teaching and supporting GR uses a different approach than traditional
reading programs, it is important to have teaching staff that is properly trained (Fountas
& Pinnell, 2007). Iaquinta (2006) stated, “In a truly balanced literacy program, how you
teach is as important as what you teach” (p. 417). Using GR in elementary classrooms
allows educators to address the varied needs of students through differentiated reading
lessons. Heston (2010) indicated when elementary schools use GR produce students read

7
more accurately and fluently, and they have better reading comprehension. The purpose
of this study was to investigate the experiences and challenges of kindergarten teachers
who implement GR.
Definitions
There are some variations in how terms related to literacy instruction are used in
the literature. For this study, I will use the following definitions of essential terms:
Alphabet knowledge (AK): Alphabet knowledge is the degree to which a person
knows the names and sounds associated with printed letters (National Early Literacy
Program [NELP], 2009).
Concepts of print: Concepts of print are certain points of understanding that
support children in gaining reading skills, for example, knowing where on the page to
start reading; understanding the correspondence between words on the page and words
spoken when reading; differentiating among letters, words, and sentences; and
recognizing the role punctuation (Clay, 2002).
Differentiating instruction: Differentiated instruction is an approach to teaching
for which the teacher plans instruction to meet the needs of individual learners
(Tomlinson, 2001).
Early literacy skills: These are the essential skills such as concepts of print and
letter knowledge that students may develop before they attend school through experience
with printed materials. These skills are vital for children to become literate (Clay, 2002).
Early reading intervention: Early reading interventions include programs,
activities, curricula, and related elements that address student weaknesses in phonological
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and phonemic awareness tasks (e.g., rhyming; phoneme identification/segmentation
/blending), letter/sound correspondence (e.g., sound-to-letter and letter-to-sound
identification), and rapid naming (letters, pictures, colors) (Graves, 2004).
Guided reading: GR is an approach to reading instruction that includes having
students read text at their respective reading levels aloud. When using this practice,
teachers provide students with strategies to help them decode and comprehend texts of
increasing difficulty (Pinnell & Fountas, 1996). GR instruction usually occurs with small
groups of children (approximately six students) (Fountas & Pinnell, 1996).
Letter knowledge: Letter knowledge involves recognizing each letter has a unique
name, shape, and sound. It also involves understanding that when letters are combined,
they can make words (Pinnell & Fountas, 2007).
Literacy: Literacy comprises all the activities involved in speaking, listening,
reading, writing, and appreciating both written and spoken language (NELP, 2009).
Phonemic awareness: Phonemic awareness is the ability to hear and manipulate
phonemes (Rog, 2001).
Phonemic Awareness and Phonics Inventory (PAPI): PAPI is an assessment used
to measure phonemic awareness and phonics skills in primary grades. The areas tested
include phonemic awareness, letter recognition, letter-sound relationship, and word
recognition (PAPI, 2010).
Phonological awareness: Phonological awareness is the understanding that words
consist of sounds (Rog, 2001).
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Print knowledge: Print knowledge is a combination of elements of alphabet
knowledge, concepts about print, and early decoding (NELP, 2009).
Readiness: Readiness is a reading-related measurement that includes components
such as AK, concepts of print, vocabulary, memory, and phonological awareness. Often
insufficient information is provided to determine the exact content of measure (NELP,
2009).
Scaffolding: Scaffolding is the “process of providing higher levels of initial
support for students as they enter the Zone of Proximal Development (ZPD) with the
gradual dismantling of the support structure as students’ progress toward independence”
(Harland, 2003, p. 268).
Struggling reader: A struggling reader is a student who is experiencing significant
difficulty learning to read (Cooper, Chard, & Kiger, 2006). According to Chall and Curtis
(2003), struggling readers are likely to exhibit difficulties in one or more of the following
areas: background knowledge experiences; oral language; decoding, including phonemic
awareness; and phonics knowledge.
Zone of proximal development (ZPD): ZPD is “The distance between the [child’s]
actual developmental level as determined by independent problem solving and [his or
her] level of potential development as determined through problem solving under adult
guidance or in collaboration with more capable peers” (Vygotsky, 1978, p. 86).
Significance
A common approach in many elementary classrooms is the use of GR so it
becomes important to understand GR from the perspectives of the teachers who are using
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guided reading. There are a variety of PD resources and books available to assist teachers
in learning about GR which allows them to begin implementing it in their classrooms
Fountas and Pinnell, 2001). The implementation of GR may look different in each
classroom because of the way each teacher understands and implements it (Fountas &
Pinnell 2001). Understanding the teachers’ concerns about GR and their GR practices can
aid in identifying what can be done to help teachers improve their GR practices.
When teachers are preparing to implement GR, they must call upon what they
know about literacy development and the process of literacy acquisition. GR is most
successful in developing literacy skills when the teacher knows the right time to
introduce the different skills and strategies (Fountas and Pinnell, 1996). The GR lessons
for each group will look different based on students’ areas of strength and their needs
(Fountas and Pinnell, 2001). The individual elements of lessons associated with GR each
support different elements of literacy development, and work in concert to help students
find meaning in the text (Fountas and Pinnell, 2001). According to Fountas and Pinnell
(2001), these elements help students construct meaning from text by providing
opportunities to learn in different ways. To build comprehension, teachers must create a
solid base by using the following components: selection, introduction, reading and
discussion of the text, teaching processing strategies, word work, and extending the
meaning of the text. This study explored the teacher’s perceptions of how they are
implementing the GR program and what challenges they face in implementing the
program.
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Guiding/Research Question
The keystone to children’s school success is their ability to read. Young learners
must acquire adequate skills for life, and acquiring sufficient reading skills builds a
healthy sense of accomplishment. Developing the skills of literacy is the responsibility of
families and teachers. Parents expect schools to produce literate students; likewise,
schools expect parents to partner with them in this endeavor (Iaquinta, 2006). One
research-based approach to helping students is the GR approach.
Teachers at a Southwestern elementary school are using GR to help students in
learning early literacy skills. There must be a consistent and uniform understanding
among the kindergarten teachers about GR to ensure students are assessed and taught
based on their individual needs. When students are taught using texts at their own GR
level, they begin to develop an excitement for reading which results in them becoming
independent readers. The problem with having significant differences in implementing
GR is some children will develop a love for reading and become confident and
experienced readers, while other students may not be as confident or skilled at reading.
Those students who do not have a strong reading foundation give up because they cannot
read.
Past research indicates a need to understand the kinds of methods and materials
that can be used to teach GR. The research questions for this qualitative case study are:
RQ1: What do kindergarten teachers’ understand about the present instructional
approaches to GR?
RQ2: How do kindergarten teachers implement GR in their classrooms?
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RQ3: What do kindergarten teachers, who implement GR, see as their biggest
challenge?
Review of the Literature
The purpose of this literature review was to examine current research on GR. I
will present a conceptual framework of the subject before addressing specific topics
relevant to GR. Although GR embraces a multitude of instructional components, in this
literature review I will focus on only those topics central to my inquiry. The section
examines the following key instructional topics: definition of GR, the process of GR,
how to group with GR, how to assess with GR, and how to manage GR within a balanced
literacy project.
Review of the literature includes peer-reviewed articles from periodicals, research
studies, and dissertations found through the Walden University Library databases ERIC,
Sage, and ProQuest. A few articles were discovered by searching the Google Scholar
database. Key search terms used to locate articles included emergent literacy, balanced
literacy, components of reading, guided reading, constructivism, assessments, and
reading interventions.
Conceptual Framework
The conceptual framework for this study was based on Vygotsky’s (1978)
sociocultural learning theory of constructivism, which has been influential in the
development of instructional models of basic English language acquisition and literacy
like GR. Vygotsky, according to Berk and Winsler (1995), held that cognition is a
profoundly social phenomenon in which individuals use their social experience to shape
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their interpretation of the world. Language, according to Vygotsky (1978) is the “critical
bridge” (p. 12) between the social setting and the individual. Vygotsky’s theory of
intellectual development supports the balanced literacy framework with teachers
balancing explicit and constructivist instructional strategies to meet the needs of all
learners (Bingham & Hall-Kenyon, 2013). Antonacci (2000) discussed how Vygotsky’s
theory underlies the use of GR in the classroom. Antonacci (2000) identified three
principles from Vygotsky’s theory that supports GR in primary classrooms: “(a) Learning
is social and occurs in social contexts; (b) Learning is mediated by language; and (c)
Learning or the development of concepts and higher mental functioning takes place
within the student’s ZPD” (p. 23). If teachers implement GR appropriately, they will be
providing students the opportunity to learn socially, to learn through conversation, and to
scaffold instruction during the time the student is in his or her ZPD.
Vygotsky (1978) defined the ZPD as “the distance between the child’s actual
developmental level as determined by independent problem solving and his or her level
of potential development as determined through problem solving under adult guidance or
in collaboration with more capable peers” (p. 86). An instructional metaphor for the
support given to students working in their ZPD is scaffolding. This scaffold or support
enables students to work at a level above what they could achieve independently
(Vygotsky, 1978). Students are encouraged by this scaffold or support to work beyond
their independent level in order to acquire and develop new skills and strategies. This
social environment is described by Berk and Winsler (1995) as a scaffold. Instructional
scaffolds are described by Pentimonti and Justice (2010) as a continuum of low to high
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support for learners so ‘‘Low levels of support featuring minimal levels of adult
assistance are those scaffolding strategies provided when a child is nearing maturation in
a given area of development’’ (p. 343). Scaffolds that are more structured in nature
provide more adult assistance; these are categorized as offering high support for learners
(Pentimonti & Justice 2010). Teachers create scaffolds for students by organizing groups
of students with similar reading needs in GR. This setting allows for the teacher to be
able to prompt students when they get stuck on a word and to ensure that the students are
working with materials in their ZPD. Leveled texts have language that developmentally
match the syntax and organization of emergent, beginning, and fluent readers’ speech
(Allington, 2013; Avalos, Plasencia, Chavez, & Rascon, 2007). In other words, the
reading level of the students’ text should be just beyond their independent level (i.e. at
their instructional level), and the teacher needs to support students as they work through
the challenges they find in this text.
The social and constructive nature of learning is essential to the practice of GR.
Standard approaches to GR organize students in small groups to provide opportunities for
social interaction, while allowing individual learning. Exemplary teachers of literacy
weave scaffolds into their reading instruction, particularly in small group lessons
(Ankrum 2006; Ankrum, Genest, & Belcastro, 2014; Ankrum, Morewood, Bean, &
Genest, 2008; Morrow 2011; Taylor, Pearson, Peterson, & Rodriguez, 2003). The level of
support is adjusted to meet the needs of the readers. Some expectations of students are to
draw upon their social and cultural backgrounds, to make sense of the text, and make
predictions about the text before they read it. Sharing their personal response to the text
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and relating the text to their personal experiences are some comprehension strategies
students can use while reading the text (Davis, 2013). Through dialogue, the teacher can
facilitate instruction. To support students in their reading of the text, the teacher can use a
discussion before and after the reading of the text in an attempt to meet students’ needs
while they work within the ZPD (Antonacci, 2000). Even with the ability to apply deep
knowledge to lesson planning, it is important for teachers to be responsive to their
learners; it is essential that teachers have the ability to adapt their lessons to meet the
evolving needs of their students during instruction (Ankrum & Bean 2008; Boyer, 2014;
Parsons, Davis, Scales, Williams, & Kear, 2010). As Morrow (2011) explains, exemplary
teachers ‘‘teach skills within a meaningful context and in an explicit manner’’ and ‘‘view
all students as capable learners who progress at their own developmental level’’ (p. 89).
Therefore, it is essential that teachers reflect on possible ways to talk with students and to
consider the types of scaffolding one might provide for learners.
Both sociocultural theory and social constructivism, which also contribute to the
theoretical underpinnings of GR instruction, highlight the importance of the social
environment and its effect on students’ learning (Au, 1998). In constructivism, the
teacher’s focus is on facilitating student understanding (Nagowah & Nagowah, 2009).
Constructivism asserts that students create their own knowledge and understanding
(Gordon, 2008). The GR design is intended to be the scaffolding part of a balanced
literacy approach. The scaffolding part of GR concurs with Vygotsky’s ZPD (Harland,
2003). The ZPD is a developmental thought process which addresses the tasks between
one’s actual development level and one’s potential development (Vygotsky, 1978). In the
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beginning, the student may be unable to perform these tasks independently, but with
guidance they may reach their potential.
With the use of GR, the teacher can meet readers at their instructional level,
which is just above their actual development, and guide them in their respective ZPD
(Antonacci, 2000). GR, according to Dorn, French, and Jones (1998), scaffolds the
reading of texts the students would be unable to read through a rich and meaningful
discussion before-reading, during-reading, and after-reading. GR prepares the reader to
read the text independently. Although GR embraces a multitude of instructional
components, in this review of the literature, I focus on only those topics that are central to
my inquiry. Therefore, this section examines the following key instructional topics: early
literacy skills, definition of GR, GR process, GR groups, assessment, and managing GR
within a balanced literacy project.
Early Literacy
Early literacy skills, according to Coyne and Harn (2006), are the foundation for
development of later reading skills and strategies, including semantic, narrative, and
conceptual knowledge. Early literacy skills include phonemic awareness, phonological
awareness, letter identification, print awareness, and phonics, as well as emerging reading
fluency and comprehension (National Reading Panel, 2000). Research indicates that
deficits in early literacy skills broaden over time and become intractable to intervention
efforts (Benner, Nelson, Ralston, & Mooney, 2010), therefore early intervention is critical
to increase the likelihood students are reading on grade-level (National Reading Panel,
2000).
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The critical time for children’s development and learning is between the years
from birth through age 5. The NELP (2009) stated the development of early literacy skills
is important in the area of literacy. Providing young children with significant early
literacy skills can offer a path to improved performance (NELP, 2009). Early literacy
skills are vital to early learning experiences that support academic achievement, reduce
grade retention, increase in graduation rates, and enhanced productivity in adult life
(Strickland & Riley-Ayers, 2006). Therefore, it is vital that all teachers have the
knowledge, skills, and inquiry stance to make every moment with students a valuable
learning experience. According to Galarce (2014), teachers need to teach every child
placed in their care to read and write with whatever resources are available. Literacy
teaching does not come as a set formula or as a prepackaged commodity.
Studies, according to Snow et al. (1998), have revealed a correlation between
early literacy development and school achievement. These studies indicate students
identified as at-risk for failure have benefited from the early literacy curriculum as an
intervention process. The central part of a comprehensive early childhood curriculum is
to measure children’s early literacy development. Assessment, according to McAfee,
Leong, and Bodrova (2004), can measure a child’s development and learning. Teachers
can use assessment results to guide their lesson, planning, program planning, decision
making, identification of children who may require other services, and to communicate,
and report to others (McAfee et al., 2004). GR stresses the value of using assessment and
monitoring strategies to plan instruction. The teacher’s assessment data can be used to
address students’ needs during GR and to plan subsequent GR lessons. Effective literacy
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differentiation for all student is dependent on the teacher’s ability to diagnose student
variance, comprehend content, analyze cognitive processes, strategically design grouping
arrangements, appropriately select materials, and manage student behaviors (Davis,
2013).
In 1997, in response to a congressional request, the National Reading Panel
(NRP) was created (NRP, 2000). The organization comprises 14 members, to include
reading teachers, educational administrators, parents, college’s representatives, and
reading research scientists (NRP, 2000). The NRP discussed and debated many topics
such as phonics, phonemic awareness, fluency, vocabulary and comprehension. These are
the five essential components of reading (NRP, 2000)
The NRP reviewed research available on the reading acquisition process and
noted evidence-based strategies are the most effective for teaching children to read (NRP,
2000). The NRP also described effective reading instruction methods for use in
classrooms use, recommended ways to inform schools about this methods, and suggested
a research plan for learning more about reading development and instruction (NRP,
2000). This analysis elucidated the fact that explicit instruction in phonemic awareness is
the best approach to reading instruction, along with phonics instruction, fluency
strategies, comprehension enhancement approaches (NRP, 2000; NRP, 2013). Table 2
shows a summary of the panel’s findings.
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Table 2:
Summary of the National Reading Panel’s findings (NRP, 2000)
Concept

Description

Finding

Phonemic Awareness

Means knowing that spoken words consist of
smaller parts called phonemes. Teaching phonemic
awareness gives children a basic foundation that
helps them learn to read and spell.

The panel found that children who learned
to read through specific instruction in
phonemic awareness improved their reading
skills more than those who learned without
attention to phonemic awareness.

Phonics Instruction

Phonics teaches students about the relationship
between phonemes and printed letters and explains
how to use this knowledge to read and spell.

The panel found that students show marked
benefits from explicit phonics instruction,
from kindergarten through 6th grade.

Fluency

Means able to read quickly, knowing what the
words are and what they mean, and properly
expressing certain words - putting the right feeling,
emotion, or emphasis on the right word or phrase.
Teaching fluency includes guided oral reading, in
which students read aloud to someone who corrects
his or her mistakes and provides him or her with
feedback and independent silent reading.

The panel found that reading fluently
improved the students' abilities to recognize
new words; read with greater speed,
accuracy, and expression, and better
understand what they read.

Comprehension:
Vocabulary instruction

Teaches students how to recognize words and
understand them.

The panel found that vocabulary instruction
and repeated contact with vocabulary words
is important.

Comprehension: Text
comprehension instruction

Teaches specific plans or strategies students can use The panel identified seven ways of teaching
to help them understand what they are reading.
text comprehension that helped improve
reading strategies in children who did not
have learning disabilities. For instance,
creating, answering questions, and
cooperative learning helped to improve
reading outcomes.

Comprehension: Teacher
Preparation and
comprehension strategies
instruction

Refers to how well a teacher knows things such as
the content of the text, comprehension strategies,
and interest producing techniques.

The panel found that teachers may be better
prepared to use and teach comprehension
strategies if they received formal instruction
on reading comprehension strategies.

Teacher Education in
Reading Instruction

Includes how to teach reading teachers how
effective his or her methods of teaching reading are
and how research can improve his or her knowledge
of teaching students to read.

In general, the panel found that studies
related to teacher education were broader
than the criteria used by the panel. Because
the studies did not focus on specific
variables, the panel could not draw
conclusions. Therefore, the panel
recommended more research on this
subject.

Computer Technology in
Reading Instruction

Examines how well we can use computer
technology to deliver reading instruction.

Because few studies focused on the use of
computers in reading education, the panel
could draw few conclusions. It noted that all
of the 21 studies on this topic reported
positive results from using computers for
reading instruction.
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Phonological awareness, phonics, fluency, comprehension of text, and vocabulary
are considered the five areas of reading vital to early reading instruction and assessment
(NRP, 2000; NRP, 2013; Pufpaff & Yssel, 2010; Walpole, McKenna, Uribe-Zarain, &
Lamitina, 2010). Dowell, Bickmore, & Hoewing (2012) stated that the skills and
knowledge necessary for effective literacy leadership are an important subset of
instructional leadership that provide the framework that transcends all areas of leading for
learning. State-level (large-scale) assessment may not assess all five of these areas, but
local districts can do so to assess reading instruction and identify needs for future
instruction (NRP, 2000). Policy recommendations for state assessment need to consider
the complementary nature of state-, district-, and classroom-level assessments (NRP,
2000). These five areas are incorporated as essential components of effective reading
instruction in the No Child Left Behind (NCLB) and the Reading First initiative (NRP,
2000). These five aspects work together to create the reading experience. As children
learn to read they must develop skills in all five of these areas in order to become
successful readers (NRP, 2000).
The responsibility of teaching reading can be challenging. A teacher’s beliefs
and knowledge about reading and reading strategies can have a significant impact on
how they use and control their knowledge (Bingham & Hall-Kenyon, 2013). A teacher
uses his or her knowledge to assess their students’ reading and make real time
adjustments to instruction during the GR session. It is during this time that a teacher
can capitalize on teachable moments, provide scaffolding, and engage a student in a
conversation over a text. According to Tripple (2015) the guidance offered by the
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teacher during the meaning-construction process is essential to the development of
readers.
It is vital that teachers be able to demonstrate implicit knowledge of soundsymbol correspondences and their relation to English word structure (i.e., phonics).
Explicit knowledge of the rules and conventions of the English language and how
recognizing words easily and accurately for rapid decoding would demonstrate the
teachers understanding of fluency/decoding instruction. Instruction of vocabulary,
facilitated by adequate skill in phonological awareness, requires an understanding of
semantic structures, rules of grammar and word structure relationships. Comprehension
instruction requires a thorough knowledge of linguistic concepts and complex sentence
structures (Cunningham, Perry, Stanovich, & Stanovich, 2004; Mather, Bos, & Babur,
2001; McCutchen et al., 2002; Moats & Foorman, 2003). Having information about
effective instructional practices is not enough. Teachers must be willing to use this
information to help them fulfill the responsibility of teaching children to read (NRP,
2000). Teachers who are knowledgeable about the five reading components are
prepared to teach children to read by using materials and instructional strategies that
have proven to be effective (NRP, 2000).
For children to learn to read, instruction must include all of the five reading
components. Teachers must know how to incorporate these components to meet the
needs of each child. They must recognize the importance of phonemic awareness
and phonics in the process of building word recognition skills, and know how to
identify students who need assistance in these areas and subsequently provide it to
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them (DeVos, 2011; NRP, 2000; NRP 2013;). Although the literature does not
indicate a specific order or ranking of importance for the five domains of reading,
the research indicates that teachers are most likely to have training in phonological
awareness when compared to the other key literacy skills (Spencer, Schule, Guillot,
& Lee, 2008). Further, the phonological awareness knowledge and skill of educators
is commonly linked to student outcomes (Spencer et al., 2008). Teachers know that
the emphasis on phonemic awareness and phonics, two essential components, will
decrease as students become competent readers (Spencer et al., 2008).
A teacher makes numerous decisions that affect student achievement (Griffith,
Massey, & Atkinson, 2013). Effective teachers know how to use research based strategies
to help students read fluently. They recognize the importance of the manner in which it
supports understanding of a text. Teachers use various word learning strategies to help
students building vocabulary. Finally, teachers support students in developing
comprehension, the ultimate goal of reading, by teaching students comprehension
strategies (NRP, 2000).
Teaching children to read requires a continuing commitment to looking for new
ways to help students gain the necessary skills from the five components (Learning Point
Associates, 2004). Additionally, teachers must be secure in their understanding of these
five reading components and how they influence reading and reading achievement
(Learning Point Associates (LPA), 2004). GR provides an effective means for teaching
the five components (LPA, 2004). When the teachers have a deep understanding of these
components, they will be able to diagnose, plan, provide instruction, monitor, and
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evaluate the reading materials and instructional practices (Calkins, Ehrenworth, &
Lehman, 2012; LPA, 2004). In addition, they will help other teachers become effective
teachers of reading.
Guided Reading
What is Guided Reading?
GR, according to Ford and Opitz (2008), is one component of a balanced literacy
program, rather than a complete program itself. Research that focuses solely on GR is
limited (Hauptom, 2012); however, based on the NRP’s recommendations, GR provides
an appropriate balanced literacy framework (Fountas & Pinnell, 2013; also see Iaquinta,
2006; NRP, 2000; NRP, 2013). Guns (2012) stated that GR is a beneficial instructional
approach that provides students with differentiated, tailored instruction, and is crucial to
improve the reading skills and strategies of students in the elementary setting and will
provide students with successful reading experiences.
For GR, students read texts, chosen to match their instructional level, out loud
(Fountas & Pinnell, 1996; Fountas & Pinnell, 2013). Teachers who provide reading
support through effective strategies help student’s process increasingly difficult levels of
text. GR instruction usually occurs with small groups of children (approximately six
students) (Fountas & Pinnell, 1996). Teachers give students what they lack and
strengthen what they already know during guided reading sessions. For children to
become strategic readers teachers must help them develop reading behaviors. However,
this can only happen when teachers know the reading behaviors to identify and support.
Denton, Fletcher, Taylor, Barth, and Vaughn (2014) states that teacher’s plan lessons
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based on clear objectives and provide direct explanations and modeling of concepts,
skills, and strategies, along with extended opportunities for guided and independent
practice with a clear corrective and positive feedback. Ford and Optiz (2008) reiterate
that the teacher’s knowledge of the components and the implementation of guided
reading is the catalyst to the success of this approach.
Teachers use the needs of their struggling readers to provide instructional
practices that allow intensive and accelerated instruction (Clay, 1993), ample
opportunities to read (Allington & Gabriel, 2012), and questioning based on authentic
discussion of text (Peterson & Taylor, 2012). Graves’s (2004) identified two important
points that relate to the teaching of reading from a constructivist perspective. He
described “making meaning,” emphasizing the active role of the reader in interpreting
and comprehending text. The second point involves the subjective nature of the meaning,
which is constructed from the reader’s processing of text. In essence, learners’
construction of their knowledge should not be separated from the social context in which
the learning takes place. All social interactions, both group and face-to-face interactions,
potentially influence the way that people perceive and describe the world (Au, 1998). The
social and constructive nature of learning is part of GR.
During a GR session the teacher introduces a leveled book to a small group of
students, the students read the book simultaneously and independently while the teacher
coaches them and follows up with a discussion and specific teaching point. These
students read at about the same level and use a common text (Fountas & Pinnell, 1996;
Fountas & Pinnell, 2013). Researcher, Mesmer (2010) found that children who read
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qualitatively leveled texts had an advantage over students who read decodable texts.
Goals for the reading experience include enhancing comprehension and fluency skills and
supporting lifeline reading by having children use and practice strategies for independent
reading (Fountas & Pinnell, 1996). Comprehension strategies, according to the National
Institute of Child Health and Human Development (NICHHD) (2013), are skills children
apply to understand what they read. Skills such as retelling the story, summarizing what
was read, among others (NICHHD, 2013).
The essential components that characterize GR, according to Antonacci (2000),
are (a) using books for instruction, (b) having children read the entire text independently,
(c) choosing reading materials appropriate to the children’s reading level, and (d) using
dynamic grouping to accommodate students changing needs (p. 22). Antonacci (2000)
concluded:
Because a child’s development is constantly changing the grouping methods used
in GR should reflect this change. GR should also be dynamic, place children in
groups, according to his or her specific literacy skills needs and his or her needs
change at different rates. Thus, continual observation, and informal assessment
practices of children’s literacy strategies by the teacher are a critical element
embedded in GR instruction. (p. 21)
Through GR, teachers coach students as they learn to read. Teachers know their student’s
needs and make the instructional decisions to support them as readers (Yanez, 2015).
Teachers place students in reading groups, based on their performance level, using the
strategies described above.
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Antonacci (2000) noted GR melds multiple aspects of learning into tools that
support reading comprehension for diverse reading materials. Through GR students learn
to read new texts and to see connection between what they are reading at the moment and
previous texts they have read. The before-, during-, and after-reading activities can teach
reading comprehension skills and strategies. Antonacci (2000) identified three elements
in the framework for GR (a) learning is social process and it take place in social contexts,
(b) language mediates the learning process, and (c) students develop understanding of
higher-level concepts and higher cognitive functioning when they are working in their
ZPD (Vygotsky, 1978). Further research needs to be conducted on the potential of using
GR and an approach for improving literacy skills. GR helps students improve word
knowledge, reading fluency, and reading comprehension by using a variety of techniques
(Fountas & Pinnell, 1996).
Opitz and Ford (2001) noted the way GR instruction is implemented depends on
who is facilitating it; however, it is generally defined as providing ability-sensitive
reading instruction in small groups that are formed dynamically based on students
common instructional needs. According to Klein (2012), students at the primary level,
early and beginning readers, focus on three foundational components of reading,
including alphabet recognition, phonics and phonological awareness, and high frequency
word recognition. GR takes place when teachers help students develop reading strategies
providing them with text that are continually increasing in their level of difficulty
(Fountas & Pinnell, 1996). This teaching method supports children in developing key
reading skills, while providing teachers the opportunity to take note of problems students
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have in producing correct words and understanding the text and to provide scaffolding
through immediate feedback (Fountas & Pinnell, 1996). The information teachers gather
through observing GR helps teachers plan subsequent lessons by providing the teacher
with valuable information regarding specific teaching points and literacy activities that
expand the groups’ literacy knowledge (Schwartz, 2005). Tiring literacy instruction
allowed students to gain a more in-depth understanding of the content while also placing
the context of instruction within a student’s level of current understanding (Sheehy &
Clemmons (2012). By focusing instruction at children’s own instructional level,
regardless of how limited reading skill is, GR can be an effective approach. The student
can read the text at this level with approximately 90% accuracy, missing approximately 1
out of every 10 words (Brown, 2003; Fawson & Reutzel, 2000; Rog & Burton, 2002).
Running records can be used to assess this 90-94% accuracy, which will be explained
further in the assessment section (Tompkins, 2006). According to Fawson and Reutzel
(2000), an effective GR lesson should progress through three steps:


Introduction of the text (before-reading): Teacher engages students in a
general discussion about the contents of the book to help activate students’
prior knowledge of the subject.



Supported reading (during-reading): All students quietly read the introduced
out-loud simultaneously, but not chorally (students should read at their own
pace). This way the teacher can hear each student and provide the necessary
scaffolding for students to gain comprehension. Students must read
independently, not chorally, as the goal of GR is to develop efficient
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independent readers, not choral readers (whisper phones are a good way to
prevent students from falling into choral reading; see Hudson, Lane, & Pullen,
2005).


Follow up (after-reading): At the completion of the reading the teacher may
opt to engage the students in some sort of extension of the text activity. This
may include written responses, dramatic events, role play, and oral response.
This is not a “required” step and is up to the teacher’s discretion, but it may be
beneficial to students in many contexts.

By following the balanced process above, children are able to make reading progress,
even if they are struggling readers (Duffy-Hester, 1999).
Research Supporting Guided Reading
GR is a highly researched topic that is becoming an exceedingly supported form
of teaching reading within a balanced literacy program. GR appears to provide teachers
with additional opportunities to match students’ individual needs with direct instruction
(Brabham & Villaume, 2002; Burns, 2001; Gambrell, Malloy, & Mazzoni, 2011; Guns,
2012; Witherell, 2007).
Iaquinta (2006), author of Guided reading: A research-based response to the
challenges of early reading instruction, discussed the manifestation of GR as best
practice in literacy instruction. Iaquinta emphasized GR provides teachers with the
opportunity to coach reading strategy use and guide students as they learn to apply such
strategies. Additionally, Kimbell-Lopez (2003), author of Just think of the possibilities:
Formats for reading instruction in the elementary classroom, recognized GR as one of
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six components that most successfully meets the needs of readers. Both authors reference
the International Reading Association's (IRA) (2002) summary of the NRP report and
discuss their determination of what effective reading instruction should include. It should
include teaching phonemic awareness and phonics, incorporating guided oral reading
within literacy instruction, and teaching students to apply strategies to increase
comprehension.
The NRP report found guided oral reading has a profound positive influence on
fluency, word recognition, and comprehension (IRA, 2002). Reading aloud was found to
have a greater impact than guided silent reading. GR provides students the opportunity to
apply their constructed knowledge of strategic reading practices in the context of
authentic reading experiences (Wall, 2014). Additionally, when students are provided
with the opportunity to apply cognitive strategies, comprehension increases significantly.
GR significantly influences literacy instruction by providing teachers with a practicum
which incorporates the findings of the NRP report (IRA, 2002). Consequently, as part of
a balanced literacy approach, GR is becoming widely researched and supported as a best
practice in literacy instruction.
The Process of Guided Reading
At the kindergarten level, students are emergent readers because they have
established few independent reading strategies, and they need the teachers’ support.
Taylor, Peterson, Pearson, and Rodriguez (2010) state that teachers need to develop the
skills of organizing small, flexible GR groups around specific areas of reading needs.
According to Rog (2003), the group size should be relatively small groups of two to four
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students, and the lessons should be approximately 15-20 minutes long. Those emergent
readers who do not have a repertoire of high frequency words or an understanding of
letter-sound relationship can benefit from a small group setting using early, emergent
level texts to focus instruction on their particular needs. At this stage, the teacher uses a
more shared reading approach to scaffold the students through the text (Rog, 2003).
The interest and reading ability of a student can assist the teacher when selecting
and introducing a text. At this level, GR consists of the teacher observing the students
who are reading the text. Every lesson, according to Rog (2003), includes before-reading,
during-reading, and after-reading components. The teacher introduces the book and
discusses the topic before reading the book. During this introduction, the student is
guided to make a personal connection with the topic. The teacher ends the discussion
with the “I wonder” statement to set a purpose for reading a book. During the step called
the picture walk, the teacher guides the students through the text using the pictures before
the students actually read (Lipson & Wixson, 2009). The teacher uses the picture walk to
discuss and expose the students to any words and patterns that they are likely to
encounter. Rog (2003) suggested the teacher hold the book and not distribute copies to
the students until it is time to read independently. The teacher should model tracking each
word as it is read, making sure students know where to start reading on the page and how
to make a return sweep at the end of the line (Rog, 2003).
During a GR session, while students wait to read independently, the teacher
scaffolds reading by demonstrating some prereading strategies they can use. Hauptom
(2012) states that scaffolding excellent reading skills and strategies while using an
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interesting text could increase perceptions of competence and certainly increase task
value. Strategies can include looking for words and images they know and telling their
neighbor about their predictions or connections. At this stage, students will be using
patterns, context, and pictures to read the text. As the students read, the teacher is
circulating among the students, noting strategies, and providing help as needed. Emergent
readers should begin to use initial sounds in words. After students have completed the
text, the teacher conducts a short lesson that focuses on developing a skill related to the
text (Fountas & Pinnell, 1996). Some mini-lessons can include strategy use, concepts
about print, letter-sound relationships, initial and ending sounds, and high frequency
words (Rog, 2003). Following the mini-lesson, teachers encourage students to practice
reading, emphasizing the use of initial sounds in words and other prereading strategies.
After teachers reads the story, they use drama, writing, or art to extend the story (Fountas
& Pinnell, 1996). GR is intended “to help children become independent, fluent, silent
readers. Teachers use the teaching process that scaffolds students’ selection and
application of a variety of effective reading strategies” (Fawson & Reutzel, 2000, p. 85).
Appropriate instructional levels must be addressed to reach this goal. Instruction should
include left-to-right reading, tracking of print, and a small base of sight words.
Iaquinta (2006) supported the benefit of using GR. Researchers focused on
students’ early years as the best time for prevention of problems. Research indicates
when children begin poorly in reading they have a difficult time catching up (Iaquinta,
2006). Iaquinta (2006) states that GR is among the most successful research-based
approaches to keeping children on track for reading. A powerful context for beginning
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reading instruction is the GR lessons. According to Schwartz (2005), these lessons are
particularly helpful for students with early literacy challenges.
The various steps of GR comprise a balanced literacy program—a program that
uses multiples reading and writing strategies (Fountas & Pinnell, 1996). By reading
aloud, sharing readings, participating in literature circles, engaging in learning center
activities, and producing shared writings students have the opportunity to see how
reading works and receive support as they read. These processes lead students to read
independently. The purpose of GR is successfully to enable children to use and develop
strategies they can use “on the run” (Fountas & Pinnell, 1996, p. 2).
GR serves as a cornerstone to balanced reading programs. Although many
recognize that GR is a valuable tool, they are not necessarily skilled at implementing it
(Guastello & Lenz, 2005). A national study of 1,500 K-2 educators showed they had
several concerns: (a) they are unsure how to conduct GR sessions, (b) they are not clear
what students who are not engaged in small group sessions should be doing, (c) they are
concerned about how to choose appropriate texts, (d) they are unsure how to form student
groups, and e) they are not clear on how to evaluate students GR group participation
(Ford & Optiz, 2008). Universally, teachers in this study indicated they need additional
PD to effectively implement GR (Ford & Opitz, 2008).
Grouping with Guided Reading
Grouping within the classroom is always a controversial practice that is a
continual struggle for teachers (Fountas & Pinnell, 1996). According to Fountas and
Pinnell (1996) most teachers are confronted with a wide range of levels within the
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classroom that make it difficult to teach whole-class lessons or heterogeneous groups, but
ability grouping students within the classroom can have an adverse effect on students.
Many researchers argue ability grouping does not enhance performance (Fountas &
Pinnell, 1996). These researchers argue most students assigned to a group never move to
a higher group, the high- and low-grouped students often receive different instruction,
and the low-grouped students’ self-confidence and self-esteem are impaired.
Additionally, many students benefit from heterogeneous grouping as they learn from each
other. Consequently, teachers are challenged with the need for readers to read text at their
level and the negative implications of homogenous grouping (Fountas & Pinnell, 1996).
Research shows that substituting smaller focus groups for heterogeneous groups
in some instances may support achievement (Dorn & Soffos, 2001). Thus, Fountas and
Pinnell (1996) presented an interesting compromise between heterogeneous grouping and
homogenous grouping called dynamic grouping. Dynamic grouping was developed based
on three main characteristics of a typical classroom: students will demonstrate a wide
range of prior knowledge, experience, skills, and intellectual ability; students will differ
in their knowledge and skills; and children will learn at different rates. Dynamic grouping
allows teachers to group students effectively for efficient and meaningful teaching.
Dynamic grouping, according to Fountas and Pinnell (1996), is the process of combining
flexible ability grouping with a wide range of heterogeneous grouping in the classroom.
This process will allow teachers to conduct GR in a small group atmosphere where
students are reading at their level. The groups will be flexible because students will move
within the groups as abilities change and grow. However, all other literacy groups are
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heterogeneous groups (Fountas & Pinnell, 1996). Dynamic grouping allows teachers to
teach readers at their level while avoiding many of the negative implications typical
ability-grouping presents.
Although Fountas and Pinnell (1996) provide an appealing approach to teaching
GR in small leveled groups while attempting to avoid the negative implications of ability
grouping, there are still educators and researchers who completely disagree with any
form of ability grouping. Cunningham, Hall, and Defee (1998) are three researchers who
believe all literacy should be taught through non-ability-grouped, multi-level instruction.
These researchers base their approach on the idea that low-ability grouped students stay
in the low-ability groups throughout their educational experience and encounter difficulty
meeting grade-level standards. Cunningham and co-researchers assert all literacy
teaching including guided reading should be taught in heterogeneous groups. When
making GR groups heterogeneous, Cunningham and Hall (2001) suggested modifying
GR from leveled groups to a book club. With this arrangement, teachers provide students
with three or four books tied together by topic, theme, author, or genre. The teacher
introduces each book and then allows students to pick their first, second, and third choice.
The teacher separates students into groups keeping in mind students' reading levels but
ensuring the groups remain heterogeneous. Most students end up reading close to their
level, while believing the groups are separated by student choice. This approach is
designed to avoid tracking students and damaging their self-esteem, while maximizing
students' heterogeneous interaction (Cunningham et al., 1998).
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Although Cunningham et al. (1998) present a practical alternative to ability
grouping within GR, a pivotal aspect of GR is students reading at their level. The book
club idea may not ensure students are reading at their level. Thus, dynamic grouping
remains the most practiced way to incorporate ability grouping within the classroom
while avoiding its negative implications.
Assessing With Guided Reading
Assessment, according to William and Leahy (2015), is the bridge between
teaching and learning. According to Dorn and Soffos (2001), students’ literacy
development should be studied along a literacy continuum. A literacy continuum permits
educators to analyze literacy behavior as it changes over time, rather than narrowly
focusing on specific grade level standards. As children learn, they move from awareness
to automaticity or self-regulation. A successful literacy assessment shows how students'
literacy skills change over time on a literacy continuum.
Clay (2005) has developed standardized assessments on a literacy continuum that
show development over time. Clay’s Observation Survey is a group of tasks that provide
teachers with a systematic observation method that can be repeated. The tasks are based
on Clay's research in New Zealand and supported by 20-plus years of implementation.
These observation tasks provide the teacher with information about a young reader's oral
language usage, knowledge of how printed language works, ability to read continuous
text, knowledge of letters, reading and writing vocabulary, and ability to hear and record
sounds in words. Clay's Observation Survey allows teachers to systematically pre-assess
students at the beginning of the year or before GR, assess students continuously during
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the year or GR approach, and post assess at the end of the year or culmination of the GR
approach (Clay, 2005). Thus, teachers have qualitative and quantitative data that show
the reader's growth over time.
A commonly used tool, the Observation Survey, is used systematically to evaluate
early reading and writing behaviors. Reading Recovery, a nationally based short-term
reading intervention program, was designed to reduce the number of extremely low first
grade readers and has used Clay’s observation survey as a systematic, reliable, and
repeatable form of assessment (Reading Recovery of North America, 2008). According
to Reading Recovery, the observation survey is a valid and reliable assessment tool
supported by national norms to aid in interpreting scores. Reading Recovery cites
Denton, Ciancio, and Fletcher (2006) as a source in supporting the validity and reliability
of the observation survey. When reading this validity, reliability, and utility test, it is
apparent the researchers found limitations to the assessment, noting the floors and
ceilings were inadequate, benchmarks needed development, and caution was needed
when monitoring progress. Despite these limitations, Denton et al. (2006) concluded
“overall, with some limitations, the Observation Survey can be implemented validly to
evaluate components of early reading development” (Denton et al., 2006, p. 8). With the
validity test supporting it, the observation survey has been used in countless studies as the
reading assessment tool providing a systematic, replicable way to assess early readers.
Clay’s observation tasks include concepts about print, running records, letter
identification, word reading, writing vocabulary, and hearing and recording sounds in
words. The observation task, concepts about print, allows teachers to observe what
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readers have learned about how printed language works (Clay, 2005). There is ample
information to learn about written code and how it works. Eventually, readers need to
know all the rules of printed language. This task provides the teacher with an accurate,
systematic assessment of the reader's concepts about how printed language works (Clay,
2005). These tasks provide numerical data that can be analyzed and interpreted
quantitatively as well as anecdotal data that can be analyzed and interpreted qualitatively.
Ongoing assessment is directly linked to instruction. Gambrell, Malloy, and
Mazzoni (2011) wrote, “The classroom teacher must be adept at identifying student needs
through ongoing formative assessments and providing appropriate whole-group, small
group, and individual instruction” (p. 17). At any given point, the teachers can gather data
from informal and formal assessments to provide themselves information about their
students’ progress in learning. Black, Harrison, Lee, Marshall, and William (2004)
defined assessment for learning as “any assessment for which its design and practice
serve the purpose of promoting students’ learning” (p. 10). During the GR assessment,
the student reads continuous text, while the teacher takes a running record for later
analysis and reading level determination (Fountas & Pinnell, 2013). GR, an instructional
approach, enables teachers to promote students’ learning by offering support and
feedback as students are working through the text; therefore, GR can be considered as a
component of assessment for learning practices. As a result of on-going assessment,
teachers have the ability to select from a wide-variety of instructional strategies and
approaches to scaffold the learning to ensure that each student obtains the knowledge
necessary to achieve understanding (Davis, 2013).
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Managing With Guided Reading
One of the most challenging aspects of GR discussed by educators and
researchers is the practical implementation within the classroom. Teachers face
challenges as they attempt to engage the other students in class during GR time. In
addition, all developers and researchers of GR agree that GR is one part of a balanced
literacy program. The literature presented here will address how to implement GR within
a balanced literacy program (Dorn & Soffos, 2001; Ford & Opitz, 2002; Fountas &
Pinnell, 1996; Guastello & Lenz, 2005).
GR is one component within a balanced literacy approach. It is the step before
independent reading that guides students as they become independent readers. A balanced
literacy program needs to include all aspects of literacy: listening, speaking, reading, and
writing (Dorn and Soffos, 2001; Ford & Opitz, 2002; Fountas & Pinnell, 1996; Guastello
& Lenz, 2005). Balanced literacy programs should present all forms of literacy along the
apprenticeship continuum of modeled, shared, guided, and independent work. GR should
not serve as students’ lone opportunity to interact with text, but as one portion of the
literacy instruction. Teachers can implement read-aloud, shared reading, poems, literature
circles and interactive writing, among other practices. Teachers can implement GR with
literacy corners and or kid stations to incorporate guided practice and independent work
(Dorn and Soffos, 2001; Ford & Opitz, 2002; Fountas & Pinnell, 1996; Guastello &
Lenz, 2005).
Phillips (2013) states that GR instruction should include strategy instruction as
well as activities to engage the student in the reading. GR focuses on teaching problem
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solving strategies and provides opportunities for students to apply those skills in guided
lessons. Teaching problem solving strategies, reading strategies, and word recognition is
only one part to a balanced literacy approach. Along with the explicit teaching of skills
and strategies of reading, problem solving, decoding, and word recognition, students need
to be exposed to rich literature and authentic reading and writing. As researchers
Pressley, Roehrig, Bogner, Raphael, and Dolezal (2002) noted, “Excellent literacy
teachers do it all!” The aforementioned researchers conducted a study analyzing the
literacy instruction of 150 primary teachers highly recommended by reading supervisors,
administrators, teachers, and parents as excellent literacy teachers. What they found was
a common balance within their literacy instruction. Students were exposed to explicit
teaching of skills and strategies as well as numerous encounters with authentic reading
and writing. Students should have the opportunity to read and discuss rich literature,
experience writing authentically, and learn the skills and strategies they need to become
good readers (Pressley et al., 2002). One major concern voiced by Short (1999) regarding
balance in literacy instruction is the over-reliance on GR within literacy instruction. Short
argued although GR is pivotal in teaching readers about language, strategies to attack
language, and providing learners with the opportunity to apply such strategies, guided
reading should not take the place of literature circles. Short emphasized literature circles
provide students with an invaluable opportunity to engage in meaningful dialogue about
thought-provoking literature. Fountas and Pinnell (1996), Clay (1991a), Dorn and Soffos
(2001), and Short (1999) are all in agreement that GR, an integral part of a balanced
reading program, should remain one portion within balanced literacy instruction.
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The balanced literacy framework includes GR as a means of instruction that can
assist teachers as they seek to provide the best instruction to all students. Costello (2012)
indicates that the use of reading levels in the GR model was helpful when groups were
being made as well as when decisions were to be made about skills and strategies that
should be taught to the groups in question. Dorn and Soffos (2001) suggest although
literacy corners successfully engage students during GR time, engagement is not the
purpose of literacy corners. Literacy corner activities should give students an opportunity
to demonstrate or transfer the information they have gained from teacher-directed
activities; they are the final stage of apprenticeship learning. Literacy corners provide
students with opportunities to use their skills and experience to resolve comparable
problems in different situations. As children participate in independent work, they begin
to generalize and internalize their knowledge. Consequently, literacy corners, according
to Dorn and Soffos (2001), should be designed to require students to apply what they
already know. Many researchers support literacy corners as both a successful tool to
instill independent work and a practical way to engage students during GR; many
educators are still challenged and frustrated with the implementation process of literacy
corners during GR.
Guastello and Lenz (2005) provided some appealing suggestions on how to
successfully implement this process in their model of GR kid-stations. First, they suggest
the literacy centers or literacy corners should be transformed into kid-stations. Kidstations are portable centers allowing the teacher to move the centers for successful
implementation. Second, they suggest lengthening the rotation time from 15-20 minutes
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to 30-35 minutes only meeting with each GR group once a week with a maximum of two
meetings per week. The purpose of this arrangement would be to allow the teacher time
at the end of the rotation to observe the kid-stations and provide assistance to struggling
students, while the GR group was responding to the story independently (Guastello and
Lenz, 2005). Next, Guastello and Lenz recommend taking five to seven weeks to
demonstrate and incorporate various activities into the kid-stations. First, the teacher
models the activities. Next, the whole class works on similar activities. Then, the activity
is incorporated into a kid-station. Finally, they recommend teachers conduct a fishbowl
during GR during which one group participates while all other students take notes. The
teacher and students will discuss what is needed for the GR sessions to be successfully
completed. This process provides students with ownership of the process, which may
subsequently increase accountability and good behavior during kid-stations. Guastello
and Lenz (2005) provide teachers with a practical way to implement GR using literacy
corners.
There is one significant discrepancy between Guastello and Lenz’s kid-station
model and Clay’s GR. GR is designed to be implemented at least three times a week and
up to five times a week. Guastello and Lenz’s kid-stations model only allows for one or
two sessions a week. Consequently, it is left up to the teacher to decide how to juggle the
practical implementation of GR with the need to follow the GR structure highly
supported by research.

42
Implications
The literature review revealed a lack of understanding of the thoughts, attitudes,
beliefs, and challenges that kindergarten teacher’s face when implementing GR. The
emphasis of the current body of research focuses on the process, grouping, assessment
and management of GR but gave little regard to kindergarten teacher perceptions on how
to implement GR.
Decreasing the deficits in early literacy is dependent upon examining the
kindergarten teacher’s beliefs and current practices. The purpose of this project study will
be to explore the kindergarten teachers’ perceptions of how they are implementing GR
and what challenges they face in implementing the program. The information gathered
might determine if the kindergarten teachers are in need of special training to assist them
in understanding and implementing GR.
Summary
According to the literature, GR can make a significant difference in student
reading success. The National Institute for Literacy (NIL) (Ambruster, Lehr, & Osborn,
2001) stated the most effective teaching practice for students learning to read is explicit
instruction. The components of explicit instruction include direct explanation, modeling,
guided practice, and application. All these components take place during a GR session.
Using a qualitative research approach will allow data to be collected through interviews
and GR lesson plans from teachers regarding what they understand about GR. When I
collect answers to the research questions, the results may lead to the designing of a
project such as a PD to assist teachers in their understanding and implementation of GR.
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Section 2 will contain the methodology for the study. This section will include
information on the research design and approach, the participants involved in the study,
and a description and justification of how the data will be collected and analyzed. Section
3 will include a description and discussion of the project study based on answers
collected from the participants in the study and a review of the literature related to the
research topic. Section 4 will include the final reflections and conclusions of the project
study.
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Section 2: Methodology
Research Design and Approach
I used a qualitative case study to explore kindergarten teachers’ understanding,
implementation, and challenges about GR. A case study allowed me to investigate deeply
into the feelings and beliefs of the research participants (Lodico, Spaulding, & Voegtle,
2010). Using a case study allowed me to gain a deep understanding of GR from each
participant’s point of view. Lodico et al., stated that a case study is appropriate when a
limited number of participants are available and or a time constraint exists. I had to
conclude my research during the school year, and I had a limited number of participants.
Ethnographic studies, according to Rubin and Rubin (2005), describe norms,
traditions, and values shared by a group of people who portray aspects of their identity.
The kindergarten teachers classify as a cultural group and share the same experiences
about GR and its implementation. Ethnography research requires extended lengths of
time to collect data (Creswell, 2012). Because it requires a large time commitment by the
participants and researcher, the use of ethnography was not appropriate (Lodico et al.,
2010). A phenomenological study is intended to create understanding a common event
from the participants’ points of view (Creswell, 2012). A phenomenological study was
not appropriate for this research study because each participant’s experience with GR
takes place within a separate classroom and is therefore not a common, shared experience
(Hancock & Algozzine, 2006).
The grounded theory and narrative research designs were not considered for the
following two reasons: (a) I wanted to conduct a study that involved using purposeful
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sampling and interviews not multiple stages of data collection and the theoretical
sampling of different groups needed for a grounded theory study; (b) According to
Creswell (2009), a narrative research involves studying the lives of individual and asking
individuals to provide stories about their lives. The narrative combines the views from the
participant’s life with those of the researcher’s life in a collaborative narrative (Clandinin
& Connelly, 2000). Therefore, grounded theory and narrative research designs were not
necessary to study my research problem. In grounded theory, according to Creswell
(2012), a researcher seeks to generalize findings to explain the experiences of a group.
Grounded theory, like ethnography, requires a time commitment outside the scope of this
research.
According to Yin (2003), case study is the ideal approach when the following are
true: (a) the study is intended to answer how and why questions; (b) participants’ behavior
cannot be manipulated; (c) context is important to the phenomenon being studied; or (d)
the phenomenon and context appear to be inextricable. Creswell (2008) suggested
researchers consider the research problem, audience, and the researcher’s experiences
when choosing a research approach. The basis of the research approach should take into
account the researcher’s “worldview, personality, and skill” (Merriam, 2009, p. 1). After
taking into account the research problem, intended audience, and my beliefs about how to
create knowledge and meaning, I selected a case study approach for this study.
Qualitative research, according to Creswell (2009), is used to explore and understand the
meaning of individuals or groups ascribed to social problems. A case study worked best
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for my project study about kindergarten teachers’ perceptions and experiences on the
implementation of GR.
Data was collected through face-to-face interviews and document analysis. A case
study, similar to ethnography and grounded theory, uses face-to-face interviews and
document analysis to develop an understanding of the thoughts and experiences of each
participant, but also considers how these thoughts and experiences work to create the
phenomenon under study.
The purpose of this qualitative research study was to explore the kindergarten
teachers’ perceptions of GR, its implementation, and identify staff development needs
related to GR. I gathered information through teacher interviews and document analysis
of teacher lesson plans. I reported these types of data in words that best fit the qualitative
design (Creswell, 2003).
Procedures to Gain Access to Participants
Kindergarten teachers who implement GR in their classrooms were offered the
opportunity to participate in this study. Creswell (2012) stated that qualitative studies can
contain a limited number of participants, which can range between two and 30
individuals. I invited six kindergarten teachers to attend a meeting at which I presented
the purpose of my research, outlined the expectations of each participant, and provided
the informed consent form. All six teachers attended the meeting and gave their consent
to participate in this research study. Each of the participants had various years of
experience in kindergarten to ensure that different perspectives on GR were included in
the study.
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Before receiving Walden University’s IRB approval, permission to conduct the
study was obtained from the district’s superintendent. This superintendent was
responsible for the approval of any request to conduct research within the district. To
gain permission, I sent an e-mail to the superintendent. The e-mail included (a) the
college the researcher is attending, (b) the title of the study, (c) a sentence stating a
request for permission to conduct research in the district, (d) the participants invited to
participate in the study, (e) the purpose of the study, and (e) the type of data collected. A
Letter to Conduct Research in the District (Appendix B) was sent to the superintendent
for her signature. A Letter to Conduct Research on the Campus (Appendix C) was sent to
the principal for his permission. He gave me permission to conduct research on the
campus (Appendix D).
Once I obtained permission from the district’s superintendent and Walden
University’s IRB (11-25-14-0126333), I sent a Letter of Invitation to the participants to
Participate in a Research Study (Appendix E) to all six kindergarten teachers. Each
kindergarten teacher was sent an e-mail that included (a) the time, (b) the date, and (c) the
location of where to meet, and (d) a brief explanation of the study. I used a purposeful
sampling of teachers with early childhood certification from the selected school site.
I conducted a meeting with the six kindergarten teachers after school. The
meeting included (a) the purpose of my study, (b) the college the researcher is attending,
(c) an explanation of what was expected of them, (d) an explanation of the consent form,
and (e) the type of data to be collected. I provided a time for questions and answers. At
the conclusion of the meeting, I distributed the consent forms and discussed the voluntary

48
nature of the study, the risk and benefits of being in this study, compensation,
confidentiality, and my contact information. The participants were asked to sign the
consent form at their convenience and then return it to me.
After I had collected the consent forms, I was able to establish interview times
with the participants. I reviewed the consent form (Appendix F) at the beginning of each
interview. The consent form provided confirmation on the amount of time required for
the study, reinforced that their participation was voluntary and that the teacher could stop
participation at any time. At each interview, I reminded the research participants that
their responses were confidential and that each participant would be assigned a
pseudonym to maintain confidentiality. Additionally, I informed them that all interviews
were confidential. I also informed them that a copy of the interview, document analysis,
and member checking data would be kept in a secure file on my computer. I also told
them that their consent forms would be stored in a locked filing cabinet in my home. I did
not have any participants drop out of the study; the data analysis did not contain any
missing or discrepant cases.
According to Lodico et al. (2010) there was an ethical responsibility to ensure that
the participants would not face physical or emotional harm by participating in this study.
The participants in this research study did not endure harm beyond what they would
experience in a typical school day. Some participants may have experienced stress at
agreeing to participate in this study because it would give them additional responsibility
on the day of the interview that could have led to fatigue. The added responsibility of
member checking may have added additional stress to the participants.
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The participants were reminded that I would make no judgments on their
implementation process of GR nor would I share their raw data with other members of
the district. The consent form did note the risks and benefits of being in a study and the
nature of the study so that participants could make an informed decision if they would
choose to participate in the study. Efforts to provide confidentiality included using a
pseudonym, storing all files on a password-protected computer, and keeping all records in
a secure location.
Data Collection
The procedures for the data collection were chosen to fulfill the research design
and answer the research questions. I based the research design and questions on theories
that are explained in the literature review section of this study. Janesick (2004) stated,
“Frames influence the questions we ask, the design of the study, the implementation of
the study, and the way we interpret data” (p. 8). I used the interview data collection
technique to garner teachers’ perceptions of their understanding, implementation, and
challenges of GR. I gathered information about how teachers assess, group, plan,
document, and organize instruction through document analysis of lesson plans. I used
these methods to enlighten myself on teacher perceptions of early literacy skills, the
importance of emergent literacy skills, assessment, grouping, and management of GR
within a balanced literacy program. I kept myself focused on ensuring the data I collected
aligned to the research purpose and questions.
Other qualitative traditions of data collection, such as focus groups, would not
have proven as effective as interviews and document analysis for a variety of reasons.
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Specifically, my desire was to gather participants’ perceptions directly. Interviews
provided this opportunity. In a focus group setting, often participants do not share as
much as they would in a more intimate setting such as an interview. According to Hatch
(2002) and Patton (2001), frequently important matters are hidden when researchers only
conduct observations; these features of importance, such as teaching philosophy and
unique reasons behind scheduling, may be forgotten by participants because they take
items for granted. By conducting interviews, in addition to content analysis of the teacher
lesson plans, I had the opportunity to view each participant’s experience and
understanding of GR from multiple perspectives.
Interviews
I conducted semi-structured interviews with six teachers. All interviews were
conducted in the privacy of the librarian’s office during non-instructional hours. All the
interviews were tape-recorded and lasted approximately 45 minutes. All the participants
gave me permission to audiotape the interviews.
To provide structure to the interview process as well as to record information,
such as time and the date of the interview I used an interview protocol (Creswell, 2012).
Questions for the interview protocol were developed to address the following research
questions: (a) what do you understand about the present instructional approaches to GR?
(b) How do you implement GR in your classroom?, and (c) What challenges do you face
when implementing GR? I provided each participant with a copy of the Interview Guide
for Teachers (Appendix G) so that they could follow along as I asked the questions. I
kept a log of all the interview dates and times in my notebook. An analysis of the
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interviews allowed me to learn more about the teachers’ understanding, implementation,
and challenges of GR.
Documents
Document analysis provided the opportunity to study documents used by teachers
to plan instruction. Using the consent form (see Appendix F), I requested teacher
permission to review lesson plans. I reviewed the GR lesson plans to learn more about
how the kindergarten teachers provided reading instruction during guided reading. Hatch
(2002) found that documents are powerful indicators of the value systems operating
within institutions (p.117). According to Hatch, data from documents are gathered
without the direct involvement of research participants; they are unobtrusive because
their collection does not interfere with the ongoing events of everyday life.
A document analysis form similar to Creswell’s (2007) protocol forms was used
to note elements from the research questions in teacher lesson plans (see Appendix H ).
The document analysis checklist (Appendix H ) included (a) state standards to be taught,
(b) lesson content, (c) teaching strategies, (d) resources, (e) before-reading activities, (f)
during- reading activities, (g) after-reading activities, and (h) general note taking. The GR
process (before-, during-, and after-reading activities) was a point of focus on lesson
plans as it was directly related to the research questions. Analysis of lesson plans allowed
me to learn more about the teacher planning and documenting process for kindergarten
readers.
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My role as the researcher, throughout the data collection process, was to record
the perceptions of the participants and to ask probing questions that added to my
understanding about the participants’ beliefs, perceptions, and challenges pertaining to
GR. My personal beliefs, perceptions, and challenges were not interjected into the
interviews or document analysis. In guarding against inserting my opinions, I assumed a
neutral role during data collection. I am well known in the district and campus in my role
as a bilingual teacher with more than 30 years of experience. As I did not serve in a
supervisory role to participants, the established relationships did not hinder data
collection or bias the collection of data. Data analysis began upon completion of the first
interview.
Data Analysis
Hancock and Algozzine (2006) described case study research as a recursive
method of investigation that elicits constant researcher interaction with collected data.
They stated data analysis in a qualitative case study is an inductive process of
concurrently summarizing and interpreting the information collected throughout the
research process. I used a case study analysis of raw data in my field log that I collected
from teacher interviews and document reviews to address this study’s research questions.
Additionally, the teacher participants’ strengths and weaknesses were identified and
conferred based on the information gathered from the interviews and lesson plans.
Analysis of lesson plans will allow me to learn more about each teacher’s assessment,
grouping, planning, and documenting of the process for guided reading and help me
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identify areas where they appear to need more training and support. Table 3 shows how
data collection techniques were aligned to data analysis techniques.
Table 3
Data Collection Aligned to Data Analysis
Analysis

Codes

Descriptions

Management

Interview

X

X

X

Document

X

X

Interview Transcript Analysis
I transcribed each interview into a Word document. To ensure accuracy, I
provided each participant with a copy of a Word document reflecting the findings for
each respective participant's interview. Each participant had the opportunity to review
and comment on the findings. All data collected were kept in a separate database. I began
the analysis by reading each transcript to look for and highlight key words and phrases. I
placed highlighted words in a separate Word document. I moved words around and
reorganized them until themes emerged. Emerging themes were organized, sorted, and
put into separate documents. I cut and pasted in passages that were tied to each theme
into the respective document. It was my plan to use themes not parallel to other findings
to identify discrepant cases. Including discrepant cases, according to Glesne (2011),
increased the trustworthiness of the data and reduced any reporting bias. In this study,
there were no discrepant cases.
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The themes for each interview were derived as I read through each transcript. I
used the same color to highlight any similar beliefs, thoughts, or ideas I came across. I
created a Word document labeled analysis of data and items of the same color were
added to this document. I identified themes for each research question through this
process. After completing my interview and document analysis, member checking
occurred by giving the participants the opportunity to review the findings and comment
on the findings of their individual interviews. Adjustments to the findings were made to
reflect any comments made by the participants.
Document Analysis
To enhance the accuracy of my data, I conducted a document review of the
teacher’s lesson plans. Document analysis provided an opportunity to study documents
such as a teacher’s lesson plans to plan GR instruction. I used the consent form (see
Appendix F), to request teacher permission to review teacher lesson plans. I reviewed the
lesson plans to learn more about how the kindergarten teachers implement GR and to
identify aspects of GR that they are not implementing or appear to be implementing
incorrectly. Hatch (2002) “found that documents are powerful indicators of the value
systems operating within institutions” (p.117). I gathered data from documents without
the direct involvement of research participants; this process is considered unobtrusive
(Hatch, 2002).
I analyzed lesson plan documents using the Document Analysis Lesson Plan
Form (DALP) (Appendix H). I used the components of the DALP, state standards, lesson
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content, teacher strategies, resources, and before/during/after reading activities, as themes
to guide my analysis of each lesson plan. Themes were color coded for organization. I
assigned the following colors to each component of the DALP. State standards were
coded red, lesson content was coded lime green, teacher strategies were coded pink,
resources were colored purple, before reading activities were color coded light blue,
during reading activities were color coded gray, and after reading activities were colorcoded red.
I quickly learned that the lesson plans did not follow the DALP format. Participants
A, C, E and F turned in GR lesson plans. Participant B did not turn in a GR lesson plan
because she was never instructed to write a GR lesson plan for each of her reading groups.
Participant D stated that she did not use lesson plans; instead she placed all books and other
materials in a basket and proceeded with her GR lesson.
The lesson plans provided by Participants A, C, E, and F did not reflect the state
standard; the content; the objectives; resources; or the before-, during-, and after-reading
activities. This may be one of the issues that affect the teachers’ implementation of the GR
approach. For example, by not recording the before-, during-, and after-reading activities,
they may not be implementing the GR components appropriately. This may be a reason they
are having difficulty implementing the GR approach.
Data were analyzed through typological analysis. The early themes were as

follows: experiences with GR, implementation of GR, and challenges. These themes were
derived from the research questions to give me a basis from which to start the coding
process for the document analysis. This list helped to guide my study and elicit data that
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matched my research questions and study purpose. The interviews and document analysis
findings are organized in the following sections to show the themes, tables, and direct
quotes from data collection. The overall themes that were present and color coded in the
data collected were experiences with GR, the decision to implement GR, beliefs about
GR, and challenges when implementing GR. These themes aligned closely with the
tentative codes that were developed early in the study. I looked at the transcriptions and
each section of data and highlighted based on the predetermined codes so that they could
correspond to a specifically highlighted color. Data that related to experiences with GR
were color coded yellow. Data that related to the decision to implement GR were color
coded lime green. Data that related to beliefs were color coded pink. Data that related to
challenges were color coded blue. Other noted items were color coded to fit into the
general themes above. These were common items taken from the lesson plans the
participants submitted. These coded items were as follows: GR process, teaching
point/strategies, title of book, GR level, high-frequency words, word work, vocabulary,
comprehension, and types of assessment. The overall findings of the study show some
variation, however, the four main color coded themes provided above were most
predominant. A sample of a coded lesson plan is provided in Appendix J. Several
sections of this lesson plan were coded with multiple colors because they depicted the
participant’s experiences, implementation, beliefs, and challenges with GR. The sample
lesson plan did not show the complete use of the before-, during-, and after-reading
activities. In some instances, the participant did attempt to use before- and after-reading
activities but did not include during-reading activities.
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Data Analysis Results
The most important factor in literacy acquisition, indicated by research, is the
proper development of early literacy skills (Clay, 2000). The key for children to develop
these skills and to be successful independent readers is instruction provided by skilled
educators (Iaquinta, 2006). The problem is the teachers at the study site were having
difficulty implementing the GR approach that was adopted to address the issue of poor
literacy skills among kindergarten students.
Guided reading mirrors Vygotsky’s (1978) theory in that it allows teachers to
instruct within the students’ ZPD and according to students’ specific needs. In this zone,
teachers create learning experiences for the learners by carefully selecting and
introducing a text, supporting and interacting with the learners during reading instruction,
and teaching with clarity after reading the text (Fountas, & Pinnell, 2001). Fountas and
Pinnell (2001) state that teachers guide students to reflect and understand the text and use
it as a way to learn more about reading.
The purpose of this case study was to investigate the experiences and challenges
of kindergarten teachers who implemented GR and to answer the research questions.
Those experiences and challenges were about constructing an effective ZPD for guided
reading, and the research questions provided a way to examine that instructional process
of construction.
1. What do kindergarten teachers understand about the present instructional
approaches to GR?
2. How do kindergarten teachers implement GR in their classrooms?
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3. What do kindergarten teachers, who implement GR, see as their biggest
challenge?
Based on the data, I identified four overarching themes from the interviews. These
included: (a) experiences, (b) decision making, (c) beliefs, and (d) challenges. The
themes reflect how guided reading instruction was shaped by constructivist thinking. A
constructive approach uses the implementation of multiple instructional strategies that
develop understanding of the content or skills taught (Danielson, 2007; Danielson,
2013). Antonacci (2000) identified three principles from Vygotsky’s theory that support
guided reading in primary classrooms: (a) “Learning is social and occurs in social
contexts;(b) Learning is mediated by language; and (c) Learning or the development of
concepts and higher mental functioning takes place within the student’s ZPD” (p. 23). If
teachers implement GR appropriately, they will be providing students the opportunity to
learn socially, to learn through conversation, and to scaffold instruction during the time
the student is in his or her ZPD.
Experiences with GR
Research Question 1: What do kindergarten teachers understand about the
present instructional approaches to GR? Interview Questions number 1, 5, 8, and 10
addressed research question number 1. The responses of each participant were important
because they gave me a deeper understanding of the participants’ experience with GR.
Based on the data, five sub-themes that emerged from the participants’ responses
included: (a) when they use GR, (b) how they feel about GR, (c) success with GR, (d)
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why they used GR and, (e) when they started using GR. Those experiences were about
the teachers understanding of the instructional approaches for GR, and the framework
provided a way to situate teacher experiences within a constructivist approach to learning
and instruction. The context of the specific responses for each theme is discussed below
and summarized in Table 4.
When they use GR. The master schedule has a GR time built in for each grade
level from kindergarten through fifth grade. Based on the data, all participants stated that
they implemented their version of GR on a daily basis. This response was about when the
teachers used GR. The concern was whether or not they were implementing GR
effectively and without collaboration each teacher was left on their own to implement GR
to the best of their knowledge. This reflects the importance of how PD efforts could be
used to support the teachers growing understanding of the components of GR and how to
implement it effectively in their classrooms.
How they felt about GR. Teachers should feel confident in their understanding
of GR, its components and how to implement GR. Based on the data, even though the
teachers expressed different understandings about GR, they did express positive feelings
about GR. This response was about how the teachers felt about GR. Participant A and B
specifically stated that GR helped students learn to read. Participant C stated that it was a
great way to provide differentiated reading instruction. Participant D stated that she liked
GR but did not elaborate on why she liked it. Participant E stated it was helpful but did
not elaborate on how it was helpful. Participant F stated that she had been doing a good
job of implementing but did not elaborate on any specific things that she was doing.
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Effective literacy differentiation for all students is dependent on the teachers’
ability to diagnose student variance, comprehend content, analyze cognitive processes,
strategically design grouping arrangements, appropriately select materials, and manage
student behavior (Davis, 2013). Some of the teachers lack of understanding about GR
could be the reason they were unable to verbally explain and or elaborate on how GR was
helpful to the students. This reflects the importance of how PD efforts could be used to
support the teachers growing understanding of the components of GR and how to
implement it effectively in their classrooms.
Success with GR. Deficits in early literacy skills can have an effect on
kindergarten students as they begin to learn essential literacy skills that will affect them
academically and personally throughout their lives (Gomez, 2009). The children need
instruction provided to them by skilled educators in order for them to develop these early
literacy skills and to become successful independent readers. The district adopted the GR
approach to improve early literacy skills and reading. Based on the data, most of the
participants expressed they were having success with GR. Participants A and C stated
specifically that their students were successful. Participant B seemed hesitant but stated
that she hopes her students are learning. Participant D defined success more specifically,
indicating that it constituted students achieving at their pace. Participant E stated that her
students were making progress but did not elaborate or give an example of student
progress. Although Participant F did state that her students were successful, she did not
elaborate on those gains. This response was about their success with GR.
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Teachers must be informed about the pieces of GR, so that the students can
become independent readers who apply the reading strategies learned on their own. GR
allows students to have the opportunity to practice fluent reading and to comprehend the
texts that they are reading (DeVos, 2011). In explicit approaches, teachers need to plan
lessons based on clear objectives that progress purposefully from less challenging to
more challenging skills and content (Denton, Fletcher, Taylor, Barth, & Vaughn, 2014).
The participant’s lack of understanding about GR and its components might be one of the
reasons they are unable to write effective GR lesson plans that meet the needs of the
students. This reflects the importance of how PD efforts could be used to support the
teachers growing understanding of the components of GR and how to implement it
effectively in their classrooms.
Why they use GR. The school district requires all teachers, from kindergarten to
fifth grade, to use GR on a daily basis. The results of the data indicated that most the
participants were implementing their version of GR daily because it was part of the
master schedule and it was required. This response was about why they use GR.
Participant A stated that she was required to do GR daily. Participant B stated that she
had to do GR every day. Participant C stated that when she moved to kindergarten from
teaching at another grade level other teachers were using GR, so she did, too. Participants
D and E stated they use GR because it is very beneficial to the students. Participant F
stated that she just got thrown into using GR.
Teacher’s beliefs in their capabilities influence their behavior and the decisions
they make to deliver instructional strategies, engage students, and manage their
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classrooms (Yanez, 2015). Although the district requires the use of GR daily, the teachers
also need to buy into the importance of this research-based approach. Once the teachers
understand GR and how it works they will be able to implement it more effectively. As a
result, students will be more successful in the area of reading. This reflects the
importance of how PD efforts could be used to support the teachers growing
understanding of the components of GR and how to implement it effectively in their
classrooms.
When they started using GR. The key for children to develop these early literacy skills
and to be successful independent readers is instruction provided by skilled educators
(Iaquinta, 2006). The problem is the teachers at the school may not be adequately
implementing the GR approach that was adopted to address the issue of poor literacy
skills among kindergarten students. Based on the data, Participants D, E, and F indicated
that they began using GR when they were teaching second grade. Participant A stated
that she began using GR 3 years ago when she moved from pre-kindergarten to
kindergarten. Participant B stated that this was her first year teaching, she did not have
training in GR and was not sure if she was implementing it appropriately. Participant C
stated that she began using GR when she taught third grade. Overall, these responses
were about when they started using GR.
Table 4
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Teachers Experiences with Guided Reading
Participant

When they
use GR

A

Well I do
GR every
day in my
classroom.

B

GR every
day in my
kindergarten
class.

C

I do GR
daily in the
classroom.

D

How they
feel about
GR
GR is a good
way to help
students
learn to read.

Success
with GR

Why they
use GR

My
students
have been
successful.

We were
required to
do GR daily.

It helps kids
to read.

I hope my
kids
learned.

I have to do
GR every
day.

My first
year.

Great way to
provide
differentiated
reading
instruction.
I do GR with I really like
my kids
GR.
every day.

They are
successful.

When I
moved to
Kindergarten
they were
using it.
It is very
beneficial to
the kids.

When I
was
teaching
third
grade.
When I
was
teaching
first grade.

Successful
at their
own pace.

When they
started
using GR
3 years
ago

E

GR in my
class is done
daily.

It’s been
helpful.

They are
making
progress.

Benefits the
kids.

I did GR
at second
grade.

F

In my
classroom,
GR is done
daily.

I’ve been
doing GR
pretty good.

I see great
gains.

I just kind of
got thrown
into it.

When I
was in
second
grade.

Reading is a complex aspect of instruction for many educators. Because of this fact,
many educators are easily overwhelmed by the wide variety of student needs, which
should be addressed. According to Fawson and Reutzel (2000) studies that have already
been conducted in the area of GR indicated educators needed to first understand what GR
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instruction was and how it looked in a classroom before they could effectively implement
such a program. Because teaching and supporting GR uses a different approach than
traditional reading programs, it is important to have teaching staff that is properly trained
(Fountas & Pinnell, 2007). Based on the data, most of the teachers use GR because it is
required by the district but are not certain whether are not they are implementing it
effectively. This reflects the importance of how PD efforts could be used to support the
teachers growing understanding of the components of GR and how to implement it
effectively in their classrooms.
Decision to Implement GR
Research Question 2: How do kindergarten teachers implement GR in their
classrooms? Interview questions number 2, 3, and 7 addressed research question 2.
The teachers’ decision to implement GR is important to the success or lack of success of
the GR approach. Based on the data, there were four reasons the teachers decided to
implement GR into their instructional practices. They included (a) importance to the
teacher, (b) importance to the student, (c) increased diversity, and (d) school requirement.
Those experiences were about the teacher’s decisions to implement GR and the
framework provided a way to understand teacher decision making from a constructivist
learning perspective. The context of the specific responses for each theme is discussed
below and summarized in Table 5.
Importance to the teacher. How the teachers view the program to be
implemented, plays a vital role in its implementation. The success or lack of success of
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the GR approach depends on how important the program is to the teachers. Based on the
data, the teachers felt that GR was important because it helped meet student needs, it was
part of their daily schedule, and because they needed to prepare the students entering
kindergarten with deficits in early literacy skills for learning how to read. This response
was about the importance of GR to the teacher. Participant A stated GR was the approach
she used for teaching reading. Participant B stated that when she learned more about GR,
then she would understand how to use it to help all her students. Participant C stated that
GR was important to her because it provided individualized instruction in reading.
Participant D stated that her day was incomplete if she had not given her students their
time to work on their skills and practice reading. Participant E stated that GR allowed her
to work with her students at their different reading levels. Participant F stated that GR
groups are based on the level and skills of each student, and that was important to her.
A teacher’s prior beliefs and knowledge have a significant impact on his or her
own knowledge use and control. A teacher uses his or her knowledge to assess students’
reading and make real time adjustments to instruction during GR. The participants lack
an understanding of GR and its components. This reflects the importance of how PD
efforts could be used to support the teachers growing understanding of the components of
GR and how to implement it effectively in their classrooms.
Importance to the student. It is important that all students feel that their
classroom is a warm and welcoming place to learn. Students learn best if they feel they
are a part of a community in which all members take responsibility for their own learning
and also for one another’s learning. Based on the data, all participants reported that GR
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kept the students interested and engaged in reading. This response was about the
importance of GR to the student. All participants indicated that GR allowed the students
to work in small groups, be partners in learning, and be risk takers. Most agreed that GR
also helped build student’s confidence. Participant A stated that GR allows the students to
work with partners in a small group. Participant B stated that the students like to come to
her table and work together. Participant C stated that GR made the students feel
successful because they can read at their level. Participant D stated that GR allowed the
students to work on a book that was of interest to them. Participant E stated that the
students like to read and share what they know. Participant F stated that GR allows all
children to participate and be successful at their pace or level.
GR is a beneficial instructional approach that provides students with
differentiated, tailored instruction. Not only is GR crucial in improving the reading skills
and strategies of students, it can provide students with successful reading experiences. If
the teachers are not providing the appropriate reading instruction at the child’s reading
level how do they know if the students is successful or not. This reflects the importance
of how PD efforts could be used to support the teachers growing understanding of the
components of GR and how to implement it effectively in their classrooms.
Increased diversity. Classrooms are full of a wonderful diversity of children;
differentiated instruction is needed to reach all of them. Many teachers, according to
Fountas and Pinnell (2012), have embraced small-group teaching as a way of effectively
teaching the broad range of learners in their classroom. Almost every aspect of the
teaching and learning process is culturally influenced, such as attitudes about what is
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important to learn and decisions about how learning is best accomplished and assessed.
While student diversity provides a rich educational resource, it also adds to the
complexity of teaching in a standards-based context.
Based on the data, most of the participants agreed that they decided to implement
GR not only because it was required but as a part of their daily schedule due to the
increased diversity in the district. This response was about the increased diversity of
children in the classroom. Some of the participants agreed that all students do not learn in
the same way and that implementing GR allowed them to differentiate reading instruction
to meet the needs of all students in their classes. Participant E stated that she
implemented GR because students’ needs have changed. Participants A and B implement
GR to address the different skills of each reading group to meet the needs of all the
students. Participant C and D stated that GR helped them differentiate instruction to meet
the needs of the different reading levels. Participant F stated that she implemented GR to
close the achievement gap in reading and to meet the students’ early literacy needs.
Inherent in the concept of GR is the idea that students learn best when they are
provided strong instructional support to extend themselves by reading texts that are on
the edge of their learning (ZPD), not to easy but not too hard (Vygotsky, 1978). If the
teachers are not effectively implementing the GR components then the students are not
receiving differentiated instruction in reading. This reflects the importance of how PD
efforts could be used to support the teachers growing understanding of the components of
GR and how to implement it effectively in their classrooms.
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School requirement. The critical time for children’s development and learning is
between the years from birth through age 5. The NELP (2009) states that the
development of early literacy skills is important in the area of literacy. Providing young
children with significant early literacy skills, according to NELP (2009), can offer a path
to improved performance. Early learning experiences are linked with academic
achievement, reduction in grade retention, increase in graduation rates, and enhanced
productivity in adult life (Strickland & Riley-Ayers, 2006).
Based on the data, although GR is a district requirement, four out of the six
participants agreed that GR was an integral part of teaching and was important as the
course of study. This response was about the school requirement for the use of GR.
However, some of the participants decided to implement GR because it increased the
enjoyment of teaching reading. All participants agreed that GR helped to meet the
reading needs of all students, but it was especially useful in addressing the range of
student skills and reading levels. For example, one teacher stated, “The GR approach is a
powerful way to support the development of reading strategies and a way to make
reading fun for students.” Although some participants implemented GR to meet the needs
of the students in their classroom, many implemented GR because it was a school or
district requirement. Participants B and F stated that GR was part of their daily schedule.
Participants A, C, D, and E stated that GR was required by the district. Table 5 provides a
summary of why teachers decided to implement GR.
Table 5
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Why Teachers Decided to Implement Guided Reading
Participant

Importance to the
teacher

Importance to
the student

Increased
diversity

School
requirement

A

The approach I
use for teaching
reading.

Allows them to
work with
partners in a
small group.

I address a
different skill
daily to meet the
needs of the
students.

Required by the
district.

B

If I learn more
about GR then I
can understand
how to help all
my kids.

Kids like to
come to my
table and work
together.

I divided them
into groups
depending on the
skill they
mastered.

Part of our daily
schedule.

C

To provide
individualized
instruction in
reading.

It makes them
feel successful
because they can
read at their
level.

Helps me
differentiate my
instruction in
reading for the
different reading
levels.

Required by the
district.

D

The day is
incomplete if I
haven’t given my
students their
time to work on
their skills and
practice reading.

To work on a
book that is of
interest to the
student.

Meet the needs
of all my readers
who are at
different levels.

The district
wants us to do
GR.

E

Able to work
with my students
at their different
reading levels.

The kids like to
read and share
what they know.

Student’s needs
have changed.

The district
decided we
should use GR.

F

GR groups are
based on the
levels and skills
of each student.

Allows every
child to
participate and
be successful at
their own pace
or level.

To close the
achievement gap
in reading we
need to meet the
student’s early
literacy needs.

Part of our daily
schedule.

Beliefs about GR
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Research Question 3: What do kindergarten teachers, who implement GR,
see as their biggest challenge? Interview questions 4, 6, and 9 addressed this research
question. It is important to understand the participants’ beliefs about GR and what
challenges the participants face when implementing GR because this may have an effect
on the success of their GR approach.
Based on the data, six sub-themes arose regarding the participant’s beliefs about
GR. These included: (a) time and effort, (b) success, (c) accountability, (d) achievement,
(e) student efficacy, and (F) why GR. Those experiences were about the beliefs the
teachers had about GR and the framework provided a lens to understand these beliefs that
teachers had from Vygotsky’s constructivist learning perspective. The context of the
specific responses for each theme is discussed below and summarized in Table 6.
Time and effort. Good lesson planning is essential to the process of teaching and
learning. A teacher who is prepared is well on his/her way to a successful instructional
experience. The development of interesting lessons takes a great deal of time and effort.
As a dedicated teacher you must be committed to spending the necessary time in this
endeavor. Based on the data, all the participants believed that GR required a considerable
amount of time and effort. This response was about the time and effort the teachers spent
on their lesson plans. Participants A, B, C, and E stated that it takes some time to plan for
each group. Participant D stated that the biggest thing was the time factor. Participant F
stated that preparation is time-consuming. All the participants felt that GR was
worthwhile because the students were more invested in learning how to read. The
problem is that the participants may not be implementing GR effectively to meet the
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needs of all their students. This reflects the importance of how PD efforts could be used
to support the teachers growing understanding of the components of GR and how to
implement it effectively to meet the needs of the students in their classrooms.
Achievement. During GR students read texts, chosen to match their instructional
level, out loud (Fountas & Pinnell, 1996). Teachers who provide reading support through
effective strategies help student’s process increasingly difficult levels of text. According
to Schwartz (2005), by focusing instruction at children’s own instructional level,
regardless of how limited the reading skill is, GR can be an effective approach.
Based on the data, most of the participants believed that incorporating GR
increased student achievement in the area of reading. This response was about student
achievement. Participant A indicated that her students had been successful. Participants
B, C, E, and F indicated that they had seen some progress, some growth, and great gains
in student achievement. Participant D stated that she saw the students more focused and
engaged with the books. Participants indicated they saw success when implementing GR
because students’ attitudes towards reading and their performance increased.
Exposure to a different text is a critical component of learning to read (Allington,
2013). It is important for the teachers to scaffold their reading instruction. Scaffolding
instruction, according to Boyer (2014), helps teachers differentiate instruction to meet
individual student’s needs and learning pace, strengthening student skills and proficiency
with the reading process. Based on the data, each participant is implementing their
version of GR. As a result, the students may or may not be advancing in their reading.
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This reflects the importance of how PD efforts could be used to support the teachers
growing understanding of the components of GR and how to implement it effectively in
their classrooms.
Accountability. Accountability is about helping others to reach their goals
through purposeful, sustainable action. The Fountas and Pinnell Benchmark (FPB) and
running records are two types of assessments that can be used to identify the reading
level of each student. According to Antonacci (2000) GR should also be dynamic,
placing children in groups, according to his or her specific literacy skills needs and his or
her needs change at different rates. Thus, continual observations and informal assessment
practices of children’s literacy strategies by the teacher are a critical element embedded
in GR instruction.
Based on the data, Participants A, C, D, E, and F all stated that they use the FPB
and running records to identify the reading level of each student in the class. Participant
B stated she only used the FPB and that this was her first year to administer it. This
response was about accountability. Assessment, according to William (2014), is the
bridge between teaching and learning. Assessments provide much more than just
feedback to the teacher on how the students is progressing, they provide feedback to the
teacher on the effectiveness of his or her own instruction. The lack of understanding
about the importance of assessment maybe a reason some of the teachers are not grouping
students according to their reading level. This reflects the importance of how PD efforts
could be used to support the teachers growing understanding of assessment and it
importance in identifying the students reading needs.
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Success. Grave’s (2004) identified two important points that relate to the teaching
of reading from a constructivist perspective. First point is making meaning. This refers to
the active role of the reader in interpreting and comprehending the text. The second point
involves the subjective nature of the meaning, which is constructed from the reader’s
processing of text. As a result, the learner’s construction of their knowledge should not be
separated from the social context in which the learning takes place. The social and
constructive nature of learning is part of GR.
Based on the data, most of the participants also indicated that GR empowered the
students to take risks and apply their reading strategies to new text during small group
instruction. This response was about student success. It allowed them to be successful.
Participant A stated that GR allowed the students to be successful at their level.
Participant B stated that the students show her what they can do. Participant C stated that
she used FPB and running records to documents student success in reading. Participant D
stated she used assessments, FPB, running records, and anecdotal records. Participant E
stated that she administered the FPB and running records to move students from one
reading level to the next. Participant F stated she took notes, administered the FPB, and
used a recording data sheet. The data from the assessment are used to group students
according to the instructional reading level. If teachers lack the understanding of how to
interpret and use the data to form their reading groups they may not have the students
reading at their instructional level. This reflects the importance of how PD efforts could
be used to support the teachers growing understanding of how to administer, interpret,
and use data from assessments to form small groups for reading instruction.
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Why use GR? The diversity in classrooms today require that teachers
differentiate their instruction to meet the needs of their students. GR is one researchbased strategy that can differentiate reading instruction to meet the needs of the students.
Based on the data, most of the participants stated that they use GR to meet the reading
needs of their students. This response was about why the teachers used GR. Based on the
data, most of the participants stated that they use GR to meet the reading needs of their
students. Participants A, D, and E stated that GR allowed them to meet the reading needs
of their students. Participant C stated that GR was a great way to provide differentiated
reading instruction. Participant B stated that she used GR to teach students the skills they
need to learn to read on their own. Participant F stated that GR allows all children to
participate and be successful at their pace or level. It is important to understand the GR
process to implement it correctly.
Student efficacy. Students’ successful experiences boost self-efficacy. Students
who challenge themselves with difficult tasks and who are intrinsically motivated have a
strong sense of efficacy. Based on the data, Participants A and D stated that GR helps
build the students’ confidence. Participants B and C indicated that GR made the students
feel good when they can read. Participant E stated that GR made the students feel good
about themselves. Participant F stated that during GR is when students realized they
could read and felt smarter. In general, the participants agreed that GR (a) helped increase
students success in reading (b) allowed students to show their strengths, and (c) allowed
students to grow as learners. This response was about student efficacy and the framework
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provided a way to consider how these reasons could be understood in a ZPD instructional
context.
Participants chose to incorporate GR because they believed that each child learns
differently and has specific reading needs. They expressed GR allowed them the
opportunity to work in small groups and build relationships between them and the
students and allowed teachers to meet the learning needs of students. They noted if they
were not using GR they would not be able to address the range of different reading levels
in the classroom. Finally, GR allowed students to realize that they could be successful,
helped students gain self-confidence, allowed students to use their strengths, and
facilitated students ability to realize their potential.
In general, most of the participants said that incorporating GR increased student
success in the classroom. Participants saw growth in students’ self-confidence,
motivation to learn, and engagement in the reading process. Five out of the six teachers
believed that GR required more time for planning to implement properly. Participant D
felt that the time was the biggest factor but did not elaborate on time and effort. Table 6
provides a summary of teacher beliefs about GR.
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Table 6
Teacher Beliefs about Guided Reading
Participant

Time and
Effort

Achievement

Accountability

Success

Why use GR

Student
Efficacy

A

It takes time to
plan for each
group.

My students
have been
successful.

FPB; running
records.

Allows the kids
to be
successful at
their own pace.

To meet the
reading needs
of all my kids.

They have
more
confidence.

B

It takes a lot of
time for
preparation.

They are
making
progress.

FPB

They show me
what they can
do.

To teach kids
the skills they
need to learn to
read on their
own.

The kids feel
good when
they can read
to me.

C

It does take
time to plan for
each group.

I saw growth.

FPB; running
records.

In small group
they open up
more.

A great way to
provide
differentiated
reading
instruction.

Makes them
feel good when
they can read.

D

The biggest
thing is the
time factor.

They are
focused and
engages with
the book.

Assessments;
FPB; running
records;
anecdotal
records.

Meet the needs
of my readers
who are at
different levels.

The way I
know I can
meet all my
groups reading
needs.

Builds their
confidence.

E

It takes a lot of
time to plan
for.

I have seen
growth over the
year.

FPB; running
records.

I can give them
more attention.

I am able to
work with
students at the
different
reading levels.

Makes them
feel good about
themselves.

F

Preparation is
time
consuming.

I have seen
great gains.

FPB; take notes,
recording data
sheet.

They can
demonstrate
what they have
learned.

Allows every
child to
participate and
be successful at
their own pace
or level.

They realized
they could read
and felt
smarter.

An important challenge when implementing a new program or approach is the time
needed to initially to organize the environment and to orient the students in understanding
and accepting their responsibility as part of the new program or the new innovation. The
current findings suggest that overall the teachers felt that their students were making
progress, had more confidence, and felt successful at their own pace. Based on the data,
some of the teachers have not had any type of formal training on GR, its components, and
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how to write a GR lesson plan at the kindergarten level. This lack of knowledge of the
GR approach could be interfering with the proper assessment and grouping of students,
and the proper small group instruction which leads to GR not being implemented
effectively. An implication of these responses appears to be the lack of PD on GR,
assessment and grouping, and writing a GR lesson plan.
Challenges When Implementing GR
Research Question 3: What do kindergarten teachers, who implement GR,
see as their biggest challenge? Interview questions 4, 6, and 9 addressed this question
about challenges when implementing GR. It is important to understand the participants’
perspective on what challenges the participants face when implementing GR because this
may have an effect on the success of their GR approach. Based on the data, an analysis of
the challenges category revealed four sub-themes (a) time, (b) planning, (c) PD, and (d)
collaboration. This response was about the challenges of implementing GR and the
framework provided a lens to examine how these challenges could be understood in a
constructivist instructional context. The context of the specific responses for each theme
is discussed below and summarized in Table 7.
Time. Lesson plans play a vital role in the implementation of GR. The GR lesson
should consist of specific components such as before-reading activities, during-reading
activities, and after-reading activities. It takes a great deal of time and effort to write
appropriate GR lesson plans. Based on the data, in general, the participants agreed that
the greatest hindrance to implementing GR appropriately was not having the time to write
complete GR lesson plans to ensure they were teaching the standards and content
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necessary for each reading group. This response was about the time it took to plan GR
lessons. All the participants stated that it took a lot of time and preparation to plan a GR
lesson. Participants A and D stated that it takes some time to plan for each group.
Participants B stated it took lots of time for preparation but did not go into detail about
whether she was preparing the lesson plan or preparing the materials or both. Participant
C indicated that it took a lot of time to prepare lessons. Participants E and F indicated that
it took a lot of time to plan but did not elaborate on why. All the participants felt that the
lack of time to plan out activities for each groups hindered their GR sessions. This
reflects the importance of how PD efforts could be used to support the teachers growing
understanding of the components of GR, how to write an effective GR lesson plan, and
how to implement it effectively in their classrooms.
Planning. Planning for GR is an essential part of the implementation process. The
lesson plans must include the GR components (before/during/after reading activities) and
other required components such as state standards, content, teacher strategies, and
resources. The participants had different views and responses to planning. Based on the
data, Participant A stated that it took some time to come up with activities for each
reading group. Participant B stated she needed first to figure out the correct process, as
this was her first year teaching. Participant C simply stated that planning was not easy but
did not give any details as to why. Participants D and E indicated that they needed to be
more creative when planning the lessons. Also Participant D stated that planning
differentiated lesson took time. Participant F mentioned that she looked at the students’
skills and reading levels to help her plan. This response was about planning GR lessons.
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Overall, the participants felt that getting started with GR was difficult and that it took
some time to find leveled books, time to plan activities, time to take running records, and
time to use other assessments. This reflects the importance of how PD efforts could be
used to support the teachers growing understanding of assessments, the components of
GR, how to write a GR lesson plan, and how to implement it effectively in their
classrooms.
Professional development. Allington (2001) and Koepf (2008) believed that each
teacher has a personal obligation for their own ongoing PD. A teacher’s commitment to
PD should be driven by their desire to become a better teacher each year they are in the
profession. Additionally, the district should be committed to helping develop and support
each teacher in their professional growth. Based on the data, all the participants agreed
that more training in GR was necessary to ensure that they were implementing it
appropriately. This response was about professional development and the framework
provided a way to view the need for teachers to acquire instructional knowledge and skill
of GR from a constructivist learning perspective.
Participant A indicated that she needed more training because most of what she
knew about GR she learned from reading about it, talking to other teachers, and
observing other teachers during a GR session. Participant B stated she needed training
because this was her first year, and she had never heard about the GR process. Participant
C stated that she would like some training to make sure she was implementing GR
appropriately in kindergarten because she had started using it when she taught third
grade. Participant D stated that she would like more advanced training in GR. Participant
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E stated that she wished she had PD because the first time she started using GR was when
she taught second grade, and she wanted to know if she was following the GR process
correctly for kindergarten. Participant F stated that she would like some formal training
because she too had started using GR when she taught second grade and was unsure if
she was doing it correctly in kindergarten. The participants did not perceive that enough
PD time was allotted to GR so that they could understand it and implement it
appropriately. This reflects the importance of how PD efforts could be used to support the
teachers growing understanding of the components of GR and how to implement it
effectively in their classrooms.
Collaboration. Effective teacher collaboration is defined as engaging in regular
routines where teacher communicate about classroom experiences in an effort to
strengthen pedagogical expertise (Brownell, Yeager, Rennells & Riley, 1997) and push
colleagues to try new things (Davis, 2003). Based on the results, most of the participants
emphasized that that they did not have enough time to for collaboration. Participants A,
C, D, E, and F, stated they never had time to collaborate with other teachers to ensure if
they were planning and implementing GR appropriately. Participant B indicated that
some collaboration took place at the beginning of the school year but did not elaborate on
the rest of the year. The collaboration was important for the participants because it allows
then to share ideas, activities, and books with one another to make their planning more
creative and less time consuming.
All participants faced similar challenges as they worked to implement GR into
their teaching practices. According to the participants, the main challenge was that they

81
did not have enough time to plan, collaborate, and implement GR appropriately and did
not have sufficient PD training at the district level. All participants faced the challenge of
availability of colleagues with whom they could collaborate. Five out of the six
participants thought that they were alone in their attempt to make GR a part of their daily
schedule because they had not one to share their concerns or ideas with, and no one to
hold them accountable.
Table 7
Challenges Teachers faced with Implementing Guided Reading
Participants

Time

Planning

Professional
Development
More training.

Collaboration

A

It takes time to
plan for each
group.

It takes time to
come up with
activities.

B

It takes lots of
time for
preparation.

I need to figure
out the correct
process.

I need training.

Collaborated at
the beginning
of the year.

C

It takes a lot of
time to prepare
lessons.

Planning is not
easy.

Some training.

I never get to
collaborate
with other
teachers.
(table
continues)

Participants

Time

Planning

Collaboration

D

Planning for
each group
takes time.

Planning
differentiated
lessons takes
time and
creativity.

Professional
Development
More advanced
training.

I have no one
to collaborate
with.

Not having the
time to
collaborate
with others.
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E

Takes a lot of
time to plan.

Be more
creative when I
plan my
lessons.

I wish I had
training.

I do not have
time to or
someone to
collaborate
with.

F

Planning takes
so long.

Look at their
skills and
reading levels.

Some sort of
formal training.

Never given
time to
collaborate
with my team.

Teachers must have a clear definition and understanding of the five reading components
and how they influence reading and reading achievement. The five components can be
taught effectively through the use of GR. When the teachers have a deep understanding
of these components, they will be able to diagnose, plan, provide instruction, monitor,
and evaluate the reading materials and instructional practices (Learning Point Associates,
2004). Based on the data, the teachers were not developing GR lessons because they did
not understand how to write a GR lesson plan and did not have time to write a plan for
each group.
The current findings indicate that a hindrance to implementing GR appropriately
included: a) not having the time to write complete GR lesson plans to ensure they were
teaching the standards and content necessary for each reading group; b) lack of training
on GR; and c) lack of time to collaborate with other teachers. According to Iaquinta
(2006) the quality and effectiveness of a program may never be realized, not necessarily
because of the program itself; rather, the understanding with which it is practiced. The
responses clearly address the need and desire of each teacher to be supported as she
implements GR in their classroom. The effort by the district to support the teachers’
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understanding has been provided from within the district and has been minimal. It is
apparent that the teachers believe in GR and are receptive to more training. This reflects
the importance of how PD efforts could be used to support the teachers growing
understanding of GR and its components in order to implement GR affectively in their
classrooms.
Document Analysis Findings
A document analysis form similar to Creswell’s (2007) protocol forms was used
to note elements from the research questions in teacher lesson plans (see Appendix H).
GR and its components was the point of focus on lesson plans as it directly relates to the
research questions. The document analysis was about constructing an effective lesson
plan to scaffold the ZPD for GR and the framework provided a way to examine GR
lesson plans from a constructivist instructional perspective. Analysis of lesson plans
allowed me to learn more about each participant’s understanding of the components of
GR, assessment, grouping, planning, and documenting of the process for GR and helped
me identify areas where they appear to need more training and support.
The participants lesson plans varied in structure. Only four out of the six
participants submitted a GR lesson plan. The participants presented daily or weekly GR
lesson plans for a reading level of their choice. The purpose of the lesson plans was to
identify whether or not the GR components were being implemented and how they were
being implemented. The lesson plan should have served as documentation of when and
how the teacher implemented GR in the classroom.
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Research Question 1. The teachers discussed in their interviews their
understanding of the GR process. Based on the data, their lesson plans confirmed that the
teachers did not understand all the elements of the process. This response was about the
teachers understanding of the GR process. Notably, only some elements of the GR
process were found on some of the lesson plans. Only one of the participants, Participant
A, included daily activities on her lesson plans to identify activities for the readers
throughout the week. Most of the lesson plans resembled checklists that the participant
could use to check off what was or was not completed. Some of the lesson plans included
an area for jotting notes.
When looking at Theme 1: Teachers’ experience with GR, the lesson plans
submitted did support that the participants were using GR every day in their class. The
lesson plans also indicated how the participants felt about GR as most of the lesson plans
were more of a checklist while Participant A’s lesson plans included more details of the
activities she was conducting with her reading group. The lesson plans also indicate why
the teachers are seeing some progress and or success with their students. If the lesson
plans are not focused on a particular skill or strategy that needs to be taught, then how are
the students supposed to make progress. The participants stated that they were required,
by the district, to implement GR daily and this is reflected in the lesson plans because 3
out of the 4 were more like checklists and very vague. If they are required to implement
GR appropriately, the lesson plans should have been more detailed and included the
components from the DALP, which includes the GR process. Most of the participants
stated that they had used GR when they were teaching in an upper grade but did not
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elaborate on whether or not they used the same lesson plan format from the upper grade
or used a different one for kindergarten. Overall, based on the data the teachers do not
have a clear understanding of GR, its components, or how to implement it. According to
the framework the students should be working in their ZPD. To ensure that students are
working in their ZPD, the teachers must plan lessons to meet these needs. This lack of
understanding of how to write a GR lesson plan indicates that more training on GR is
needed.
Research Question 2. During the interviews, the teachers discussed that the
district required the implementation of GR but they found GR was beneficial to their
students. Although their daily schedule reflected a block of time for guided reading, there
was no evidence of this practice on the lesson plans for documentation. None of the
components of GR were listed on any of the teacher lesson plans. This response was
about the implementation of GR and the framework provided a way to review teacher
lesson plans as documentation of implementing GR from a constructivist perspective.
Teacher A had weekly lesson plans organized by daily activities such as sight
word review, letter identification, phonological awareness, comprehension, oral
language, phonemic awareness, word work, vocabulary, and a writing activity. Each
activity had a main focus or question for the students to answer to show mastery. The
plans were in the form of a checklist. The teacher checked off what the student had
completed or mastered. Teacher A did not list the standard, content, and before-, during-,
and after-reading activities. Participant A’s lesson plans supported her responses to
Theme 2: Why Teachers Decided to Implement GR. Participant A stated that the district
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required the kindergarten teachers to use GR, and so this was the approach she was using
to teach reading. Her lesson plans indicated that she does include some strategies and
skills taught and she includes other activities such as sight word review, letter
identification, phonological awareness, comprehension, oral language, phonemic
awareness, word work, vocabulary and a writing activity. This supports that GR is
important not only to her but her students as well. All the activities, skills, and strategies
will help her meet the needs of each of her students at their reading level.
Teacher B did not submit any lesson plans because she was a first-year teacher
and stated that she had not received training and that she did not understand the GR
process or how to write a lesson plan for GR. This lack of lesson plans did support that
she did not understand GR and that she did GR as a school requirement. Although she
mentioned that the students liked coming to her table and working together, I had no
lesson plan to support what she was doing during the GR session or how she was dividing
her students into their reading groups.
Teacher C had daily lesson plans for each of the reading groups. Teacher C did
not list the state standards, content to be taught, or the before-, during-, and after-reading
activities on her lesson plans. She did list the group level, the book to be used, the activity
for word work, the reading strategies, running records, and notes. The plans were
organized but did not align with the GR components. Looking at Theme 2: Why teachers
decided to implement GR, the lesson plans did support her response that it was required
by the district because she did do daily GR lesson plans. She wrote notes about their
success or areas of weakness. She also mentioned that GR was important to her students
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because it made them feel successful when they could read at their level. Although, she
stated that GR was important to her to provide individualized instruction in reading and
that it helped her differentiate instruction in reading for the different reading levels, this
was not reflected in the lesson plans submitted.
Participant D did not submit any lesson plans. I attempted to get a copy of her
lesson plan several times. Then Participant D sent me an email. She stated, “I have a
basket prepared for each reading group, and then I take it from there.” I decided to move
forward because this response appeared to indicate the teacher likely did not use a lesson
plan and any additional efforts to gain access to the lesson plans might be perceived as
pressure to participate. Participant D has taught in the district for many years and
previously conducted the Response to Intervention pull-out program. In the interview,
she was knowledgeable about GR and how to look for books of interest and plan
activities for each of the GR groups, but she did not submit a lesson plan to support that
she did these things. I was looking forward to reviewing her lesson plan to support
Theme 2: Why teachers implement GR. She indicated during the interview that GR was
important to her and her students and that it helped meet the needs of all her readers at
different levels, but she did not submit a lesson plan to support her beliefs.
Participant E submitted daily lesson plans she used for reading groups; however
no state standards, no content, and no GR process were listed. The lesson plans had a list
of activities for the group, but did not include instructional materials. Teacher E did
include a section for general note taking. Looking at Theme 2: Why teachers decided to
implement GR, the lesson plan did support that Participant E was conducting GR sessions
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daily, as required by the district, that it was important to her because she had a daily
lesson plan for each reading group. She indicated that it was important to the students
because she did write comments about what skills or strategies the students were
successful with and what skills or strategies the students had difficulty with. The lesson
plans did not depict a clear picture of differentiating instruction to meet the student’s
needs.
Participant F submitted a daily lesson plan but did not include the state standards,
the content, or the GR process. She submitted a GR Observation list in which she lists the
names of the students in that reading group, the book/level, and behaviors observed.
When looking at Theme 2: Why teachers decided to implement GR, Participant F’s
lesson plans did support that she was implementing it daily, as required by the district, it
did reflect that it was important to her to form her groups based on the levels and skills of
each student. Her lesson plan also supported that every child participated but did not go
into detail about what activities the student participated in at their level and pace. The
behaviors observed section did support the success or areas of weakness for each student.
Overall, based on the data, the participants did not have a clear understanding of
how to plan an effective GR lesson plan which includes the state standards, content,
materials, and the GR stages (before-reading, during-reading, and after-reading
activities). These components are vital if the teachers want to differentiate instruction to
meet the needs of the students in their classroom. In relation to the framework, the
teachers should be explaining, modeling, and using the GR components to actively assist
and promote the growth of their students, so the students can develop the skills they need
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to fully interact, make meaning, and comprehend the text. This lack of understanding
indicates that PD in the area of how to write and deliver an effective GR lesson plan was
needed.
Research Question 3: The participants’ lesson plans did not support Theme 3:
Teachers beliefs about GR, but did support Theme 4: Challenges teachers faced when
implementing GR because the lesson plans did not show evidence of the GR process. The
participants’ lesson plans were not written appropriately or written at all. Based on the
data, most of the participants discussed during the interview that some challenges in
implementing GR included (a) not having a GR lesson template, (b) the length of time to
plan, (c) they had to find activities for the other students, and (d) no time to collaborate
with other teachers. This response was about the challenges teachers faced implementing
GR. The participants’ belief that it took time and effort to plan for each group was
supported by the different formats each participant used as a GR lesson plan. The
participants stated that they used GR to teach the skills necessary to meet the needs of all
reading groups, but this was not reflected in their one-page lesson plan. Student efficacy
was not supported by the lesson plans submitted nor was accountability. This reflects the
importance of how PD efforts could be used to support the teachers growing
understanding of GR, its components, and how to implement it effectively in their
classrooms.
In relation to Theme 4: Challenges participants faced with implementing GR,
none of the lesson plans showed evidence of what state standards participants were
teaching, the content, resources, or activities they provided for the students in the
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classroom during a GR session. This indicates that one of the challenges the participants
faced was not understanding how to plan and write a GR lesson. This problem could be
attributed to their response about needing more training on GR. Another challenge is the
collaboration with others. The lack of collaboration with other teachers about how to plan
and write a GR lesson plan could also have an effect on why they are not writing
effective GR lesson plans. If the GR lesson plans are not effective, then they are not
meeting the instructional needs of each student. This lack of time to write lesson plans
and to collaborate indicates that more PD on GR is needed.
Summary of Results
Teachers believed that GR was an important part of teaching and should continue
to be a focus for the district. They used GR to support the many reading needs that
students bring to the classroom. They also believed that GR requires a considerable
amount of time to research, plan, and implement but the extra effort was worth it because
GR increased student achievement, accountability, self-efficacy, and success.
Teachers also believed that time was the greatest impediment to incorporating
GR. The teachers also agreed that the lack of training also prevented GR from becoming
a part of many teachers’ practice. Furthermore, all participants agreed that continued
professional development training was necessary. Teachers wanted to see the GR
components and strategies, to have opportunities to work with others writing effective
GR lessons, and to see GR modeled. Also, the teachers felt as if they worked in isolation
and needed to collaborate with like-minded peers. These responses were about teacher’s
understanding, implementation, and challenges with GR and the framework provided a
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constructivist lens to view teacher’s understanding of the challenges involved with
implementing GR.
About Research Question 1: What do kindergarten teachers understand about the
present instructional approaches to GR? Those experiences were about the teacher’s
understanding about the present instructional approaches to GR. Overall, the participants
expressed good experiences with GR but based on the findings, what the participants said
conflicted with the practice in their lesson plans. The lesson plans that were submitted
were more like checklists and not actual GR lesson plans with all the components
addressed for each reading group. This could be attributed to the participant’s lack of
training in GR. As a result, the participants do not understand the present instructional
approaches for GR and are not providing the students with appropriate lessons to meet
their needs. These results indicate a need for PD on GR.
About Research Question 2: How do kindergarten teachers implement GR in their
classroom? Those experiences were about the implementation of GR. Overall, the
participants are implementing GR on a daily basis because the district requires it and
because a block of time for GR is built into the master schedule for grades kindergarten
through fifth. Based on the findings, the lesson plans do not reflect the use of the GR
components, and this could be a good indication that they are not implementing GR
appropriately. As a result, students’ needs may not be met in the area of reading. These
results indicate a need for PD on GR, its components, and how to implement it
effectively.
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Research Question 3: What do kindergarten teachers who implement GR see as
their biggest challenge? Overall, the participants agreed that it took time to plan lessons
for each group, they needed training on how to write lesson plans, and they did not have
time to collaborate or anyone with whom to collaborate. Based on the findings, the lesson
plans did reflect these responses. Those experiences were about the challenges with
implementing GR and the framework provided a way to examine those challenges from a
constructivist learning perspective. The lesson plans were short, one-page checklists with
a few activities and a notes section to write comments about the students’ success or area
of weakness. Without the DALP and GR components of the lesson plan, GR is not being
implemented appropriately. For example, by not recording the state standards, the teacher
may not be aware of which standards they are meeting and which ones they still need to
meet. By not including the before-, during-, and after-reading activities, they are not
following the GR process. The lack of training, time for planning, and opportunities for
collaboration may have had affected teachers’ ability to produce appropriate lesson plans.
The document analysis was about constructing an effective lesson plan to scaffold
the ZPD for GR and the framework provided three reasons regarding teachers GR lesson
plans. The overall findings of the document analysis indicated the following: (a) the
participants lacked a good understanding of how to write a GR lesson plan that included
all the Document Analysis Lesson Plan Form (DALP) and GR components, (b) no
planning time, and (c) no collaboration time. These issues may be affecting the teachers’
implementation of the guided reading program.
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A project that might serve as an outcome of this study is 3 days of the PD in the
area of GR. The PD will consist of 6 mini sessions that would cover the following: (a)
what is GR? (b) assessments, (c) before- and during-reading activities, (d) after-reading
activities, (e) time to collaborate and write a GR lesson plan, and (f) a follow-up training.
Conclusion
The responses to the interview allowed me to come to a deeper understanding of
GR from the participants’ perspective. The participants’ responses revealed a deep
commitment of the teachers to continue to incorporate GR in the classroom. However,
the participants indicated they had not been provided enough PD time to learn the GR
process and how to write appropriate GR lesson plans, did not have opportunities to
collaborate, and did not have opportunities to learn from other teachers on the campus. A
proposed outcome for this study would be to develop continued PD opportunities for
teachers in this district in the area of GR.
Section 3 will include a description and discussion of the project study based on
answers collected from the participants in the study and a review of the literature related
to the research topic.
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Section 3: The Project
Introduction
Based on the findings for this study, teachers have three main areas of concern
related to implementing GR: they need more training in GR, they need more
opportunities to collaborate, and they need more models of effective GR lessons. The
project for this study addresses these concerns. I developed a 3-day professional
development workshop to allow teachers to increase their knowledge and enhance their
skills related to GR (Appendix A).
I plan to offer the morning session of Day 1 as a refresher course for those who
have had previous GR training yet feel they still do not understand the approach and its
components. This session will cover what GR is and the components to use when
incorporating GR. During the afternoon session of Day 1, I will discuss formative and
summative assessments, conduct a formative assessment, (FPB-Running Record) and
explain how teachers should use the data from the assessments to inform their GR
planning and instruction.
The morning session of Day 2 will be dedicated specifically to the first and
second step of GR, which includes the before- and during-reading activities. During this
session, teachers will see me model how to do before- and during-reading activities as
well as watch a video on before- and during-reading activities. The afternoon session of
Day 2 will focus on the third step of GR, which includes the after-reading activities, and
writing effective GR lesson plans. In the first half of the session, I will model as well as
provide a video clip of a teacher using after-reading activities during her GR lesson. The
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second half of the session will include time for the teachers to collaborate and write an
effective GR lesson plan. Sessions 2-4 include a period of instruction in which GR
modeling will occur for the teachers. In addition, each session will include opportunities
for participants to discuss, collaborate, participate in hands-on activities, and share ideas
about their understanding of GR, its steps, and the use of formative assessment data
within their planning and instruction of GR. The reading coach at the campus may assist
with the training and support these teachers.
The third professional development day will be a follow-up training that will
occur 2-3 months after the initial 2 days of PD. Scheduling in this manner will allow
participants time to apply what they learned about GR in the 2-day professional
development sessions. The morning session of the follow-up training will be for the
participants to have time to discuss their successes as well as challenges with
implementing GR in the classroom. This afternoon session will also allow the
participants to share any GR lesson plans that they have created and implemented in the
classroom with other participants. Ultimately, the follow-up training will give
participants the opportunity to fine-tune their GR practice after having had the
opportunity to implement the skill they learned in the initial training.
Goals of the Professional Development
Day 1 goals will focus on helping teachers understand the steps of GR. There are
five goals for the morning session of Day 1. Teachers will (a) learn the definition of GR;
(b) learn the principles, goals; and purpose of GR, (c) learn what GR is and why GR is
used as a method of reading instruction; (d) learn when students are ready for GR and
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teacher preparation; and (e) learn about the benefits of GR. The teachers will collaborate
with each other and participate in a variety of activities throughout the session to develop
an understanding of GR.
There are four goals for the afternoon session on Day 1. Teachers will (a) learn
the definition of formative and summative assessment, (b) learn how to use formative
assessment (FPB) with their students, (c) see a formative assessment modeled, and (d)
collaborate with teachers at their grade level on how to use the assessment data to form
GR groups. The goals for Day 2 are for teachers to (a) learn the steps of a GR lesson, (b)
see each GR step modeled, and (c) collaborate with other teachers to develop an effective
GR lesson plan. The goals for Day 3 are for teachers to (a) share their successes in
implementing GR in their teaching, (b) share their challenges in implementing GR in
their teaching, (c) share lesson plans they have created and implemented in the
classroom, and (d) collaborate with other teachers about GR.
Rationale
The purpose of the PD is to provide opportunities for training, modeling, and
collaboration. Guskey (2009) states that PD is the main component of a teacher’s
professional growth. According to Ebert-May, Derting, Hodder, Momsen, Long, and
Jardeleza (2011), PD allows for major gains in teacher knowledge and skills. PD training
is appropriate because study participants indicated they lacked sufficient skills or training
to implement GR appropriately as part of their classroom practice (Table 7), and a
multiday PD workshop would meet those needs.
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The use of PD substantially increases teacher knowledge and skills and shifts
teachers’ thinking toward new pedagogy (Ebert-May et al., 2011; White, Syncox,
Heppleston, Isaac, & Alters, 2012). Darling-Hammond, Wei, Andree, Richardson, and
Orphanos (2009) noted that not only is PD training the main avenue for increasing
student achievement but also it is recognized as the only way to improve instructional
practices. A 3-day PD would provide training for teachers who feel their skills are
deficient, it would provide time for teachers to practice using and analyzing formative
assessment, it would provide time for teachers to learn how to use the data to guide their
planning and instruction for GR, it would provide a specific session on the GR steps for
teachers learn alongside their grade-level teams, and it would provide time for teachers to
become proficient in designing GR lesson plans.
The study findings revealed that teachers needed to see GR modeled for them, and
needed time to collaborate with other teachers at grade-level (Table 7). According to
Killion and Hirsh (2011) a key attribute of PD is collaboration. Many of the teachers
interviewed said they worked in isolation. DuFour, DuFour, and Eaker (2008) states that
because most teachers work in isolation, it is not known what teaching practices an
individual teacher incorporates. According to DeSantis (2012) collaboration allows for
teachers’ voices to be heard. Collaborating with peers during PD, according to Latz,
Speirs, Neumeister, Adams, and Pierce (2009), decreases feelings of isolationism and
promotes risktaking behavior. Giving teachers a place for discourse and opportunities to
collaborate would lessen their feelings of isolation and promote implementation of GR.
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Developing a shared vision builds a sense of community and unites teachers under a
common goal (Darling-Hammond & McLaughlin, 2011).
The possibility of teachers transferring learning into classroom practice can be
increased through PD training that allows participants to practice what they have learned.
Persellin and Goodrick (2010) states that teachers who participate in PD training are
more likely to use new skills once they return to the classroom. More important, student
achievement, according to Hochberg and Desimone (2010), improves when teachers use
knowledge and skills acquired during professional development. Swinton, De Berry,
Scafidi, and Woodward (2010) found a significant increase in students’ achievement
when teachers participated in a summer PD. Teachers who participate in the training saw
a greater increase in student achievement than those teachers who do not participate in
summer PD.
Findings from the present study revealed the participants’ lack of PD on GR, a
lack of time to collaborate with other teachers, and a lack of time to prepare GR lessons
as substantial challenges. A major hindrance to applying new strategies is the lack of time
(Ebert-May et al., 2011). Conducting a 3-day professional development training provides
the time and opportunities needed for teachers to learn about GR. The focus of the
sessions is to provide specific information about the GR approach and assessments,
coupled with ample opportunities for collaboration and collegial support throughout each
session.
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Review of the Literature
The main avenue for improving student learning outcomes is PD. There is a
paucity of research linking teacher professional development, teacher beliefs and
practices, and student achievement outcomes (Enderle et al., 2014; Hill, Beisiegel, &
Jacob, 2013; Thomas et al., 2012). According to Eun (2008) and Bayar (2014)
professional development is the best way to improve teaching and learning. PD is also
believed to have the greatest potential to change what teachers know and can do (The
National Staff Development Council [NSDC], 2011; Van den Bergh & Beijaard, 2014).
Brodzik (2012) defines professional learning as “job-embedded, student-centered,
collegial, ongoing, and meta-cognitive” (pg. 54). Effective professional learning happens
when teachers intrinsically have a need for professional development.
Teachers improve, student achievement also improves (NSDC, 2011). Three days
of PD provides an ideal way to improve teachers’ understanding of GR and increase
student reading achievement. Hamre and Hatfield (2012) suggest focusing short term PD
on discrete skills and dedicating larger PD resources to more complex, comprehensive
skills. Odden (2011) states that taking credit-based university courses was not effective in
improving classroom practices. Similarly, teachers’ engagement in independent PD
negatively affected student achievement (Alton-Lee, 2011). According to Guskey and
Yoon (2009) and DeMonte (2013), collaborative professional development for teachers is
the most effective means of improving student learning. The most efficient way to train
teachers, according to Lucilio (2009), is through district-sponsored PD. Positive change
and improvements can be gained by the collaboration among educators at different
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schools within a district (Guskey, 2009). Howes, Hamre, and Pianta (2012) suggest a
practice-focused approach that supports teachers and programs beyond a one-time only
training is needed. PD workshops are most effective and efficient because they target the
greatest number of people at the lowest cost (Eun, 2008). Providing a workshop is a
justifiable means of delivering PD training on GR.
The use of a 3-day workshop is the preferred duration of PD. Teachers, according
to Bouma-Gearhert (2012), prefer PD that lasts for several days rather than several
weeks. Lucilio (2009) found that most teachers wanted to attend a training of either a
half-day or 1 to 2 hours in length. Knowing that teachers prefer short-duration sessions, I
divided the training for this project into six, half-day sessions provides content in sessions
of an appropriate length.
A major expenditure of most school districts is PD, but it is a worthwhile
investment. When implementing change the teachers should be the first priority. PD
funds, according to Neudecker (2012), expended on teachers will reap more benefits than
ignoring staff and focusing on the change itself. Teachers are the most important factor in
the classroom so time and finances should be spent on effective professional development
in order to improve student achievement (Devaney, 2012). Islas (2010) states that each
year more than $20 billion is spent on PD. According to Odden (2011), the approximate
cost of PD is $590 per student. Stakeholders can have confidence in investing in PD
because there has been a link between quality PD and student achievement (Alton-Lee,
2011). PD allows teachers to develop new knowledge and skills that will increase student
achievement (Gibson & Brooks, 2012). Engaging in PD, according to Alton-Lee (2011),
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has more effect on student learning than any other type of leadership focus. Effective PD
is not only the foundation for closing the achievement gap between students but also in
linked to improved instructional strategies by teachers that directly improved student
learning (Odden, 2011). Hochberg and Desimone (2010) stated that low achieving
students and those with learning disabilities stand to gain the most when teachers
participated in PD. Swinton et al. (2010) found that students gained as much as a .25
standard deviation increase in achievement when teachers participated in professional
development. Professional development is a low-cost way to improve learning for all
students.
Although study such as those mentioned above show a positive correlation
between teacher PD and student achievement, conflicting studies exist. Although most
teachers attend professional development, some do not change practice because they are
resistant to change (Gibson & Brooks, 2012). Even when teachers desire to change,
Elbert-May et al., (2011), stated that implementation of new strategies does not
necessarily occur. Teachers also tend to continue to use strategies with which they are
most comfortable (Elbert-May et al., 2011). Gibson and Brooks (2012) stated that
teachers are faced with the conflicting desires of wanting to change but also wanting to
appear competent. Nevertheless, the individual teacher is the driving force in improving
teacher practice and student learning (Opfer & Pedder, 2011).
Teachers are accountable for ensuring all students are learning at high levels
(Hochberg & Desimone, 2010). Teachers need PD and in-service training to assist them
in learning about best practices such as teaching strategies, assessment, follow-up
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coaching, and curriculum development. Although many school districts offer such
programs, the delivery is often hit or miss and the sustainability of such efforts is dubious
(Jenkins, 2012). Without PD, Killion and Hirsh (2011) stated that teachers do not have
the skills needed to improve their teaching through the duration of their career. Attending
high-quality PD increases the likelihood that teachers will change practice (BouwmaGearhart, 2012). Although teachers are resistant to change, providing them with highquality PD fosters the knowledge and skills necessary transform classroom learning.
Teachers revealed that most PD opportunities do not meet their professional needs
(Hill, 2009). Many school leaders, according to Guskey (2009) plan PD haphazardly. The
PD must be of high quality for it to be cost effective. A high-quality PD is one from
which teachers learn new strategies, have opportunities to practice strategies, have time
allotted for reflection and collaboration, provide active learning, and offer techniques that
are content specific (Darling-Hammond et al., 2009; Frost, 2014). Killion and Hirsh
(2011) stated that PD that does not have these key attributes will not produce student
achievement. Effective PD must include these opportunities within its structure to change
teacher’s practices and increase student achievement.
Teachers participating in a high-quality PD must be allowed to learn new
strategies. Student achievement does not increase simply by asking teachers to try harder
(Alton-Lee, 2011). Teachers must gain the knowledge and skills that help students
achieve (Hochberg & Desimone, 2010; Mizell, Hord, Killion, & Hirsh, 2011). The
likelihood that PD will result in increased student learning is dependent upon teachers
acquiring new knowledge and skills. Another way to increase teacher motivation is
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through ongoing PD. PD, according to Sutterby (2011), must be appropriate for the
learners involved otherwise teachers will not be motivated to implement what they have
learned. Motivation is a behavior or internal process that allows a person to move
towards a goal (Leontiev, 2012). Motivation and success go hand in hand.
Students deserve to have teachers who are well equipped with the knowledge and
skills needed to improve their learning (Mizell et al., 2011). Teachers, interviewed for the
present study, stated that a challenge to incorporating GR was the need for additional
training (Table 7, Column 3). The proposed project includes the opportunity for teachers
to receive the training they require. I designed each session so there is a period of
instruction allotted for the learning of GR, assessments, and the GR steps. According to
Wu (2013) for differentiation to be successful, teachers must start slowly. We can assume
the same for GR, as a method for differentiating reading instruction. Teachers must start
slowly and understand the purpose and goals of GR. Teachers become overwhelmed
when the instructor introduces too many strategies and or activities in one setting
(Tomlinson & Imbeau, 2012). Gibson and Brooks (2012) state that teachers deem
sessions with too much information as ineffective. Teachers cannot develop their learning
sufficiently when asked to apply too many strategies at once (Bouwma-Gearhart, 2012).
Thus, each session for this PD training includes a limited number of strategies and
activities.
Teachers in a high-quality PD program must have time to reflect. For teachers to
change practice, they must have opportunities to reflect on what they have learned
(Darling-Hammond & Richardson, 2009; Sanchez, 2012). After the introduction of each
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GR step teachers must think about what activity they could use for each step during a GR
lesson. Following a period of reflection, teachers are asked to share their ideas. Staff
development leaders must consider teacher beliefs and experiences if they are to change
teaching practices (Tohill, 2009). Teachers must have time in PD not only to reflect but
also to share their thoughts and ideas (Tohill, 2009). Sharing is believed to be an essential
component of PD (Clauset & Murphy, 2012). Eun (2008) states that teachers’ growth as
learners happens through social interactions. These social environments are enhanced
through collaborative learning and joint practice that encourages interactive feedback and
discussion (Patton, Parker, & Pratt, 2012). Providing time throughout each session for
reflection and sharing with peers is a necessary component and included in the training
plan for this project study.
Teachers enter professional development as self-directed learners with previous
experience, defined expectations for their learning outcomes, and a willingness to
collaborate with teaching colleagues (Tannehill, 2014). Collaboration must be included in
the high-quality PD. Tricarico and Yendol-Hoppey (2012) stated that most teachers have
few opportunities to collaborate or pursue collegial conversations with other educators.
Many studies revealed that collaboration is a necessary component of PD training as well
(Cormas & Barufaldi, 2011; Lutrick & Szabo, 2012; Valerie, 2012). National Staff
Development Council (NSDC, 2011) reported collaboration allows educators to share
common visions and allows for different perspectives to be heard and respected.
Developing a shared vision through collaboration builds trust and a sense of community
among participants (Beavers, 2009; Guskey, 2009).
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Hord and Tobia (2012) stated that the social nature of learning through the
creation of a structured and human supportive environment permits intentional collective
learning and the application of that learning, thus paving the way for a transformation of
teachers’ thinking. These social environments are enhanced through collaborative
learning and joint practice that encourages interactive feedback and discussion (Patton,
Parker, & Neutzling, 2012). Collaborating, according to Killion and Hirsh (2011), allows
teachers to examine their practice and learn from and challenge each other. Easton (2008)
states that collaborating with peers improves pedagogy and facilitates teachers’ learning.
Collaboration can improve teaching practices (Killion & Hirsh, 2011). DeSantis (2012)
stated that teachers build self-efficacy through collaborating with peers. Collaboration
can also improve teachers’ commitment to change (Hochberg & Desimone, 2010).
Collaboration among teachers was found to improve student learning (Honawar, 2008).
Professional collaboration can be a challenge for teachers who are used to working in
isolation.
Collaboration during PD is one of the top two characteristics associated with
student achievement (Mizell et al., 2011). When teachers have the opportunity to process
their learning with colleagues, achievement increases (Alton-Lee, 2011). Most important,
collaborating helps teachers to overcome isolationism, which is a major barrier to
improving teaching practices (Driscoll, Parkes, Tilley-Lubbs, Brill & Pitts Bannister,
2009; Kensington-Miller, 2011; Lucilio, 2009). Time for collaboration was also
identified as a major challenge for teachers interviewed for the present study (Table 4,
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Column 4). Each session of the proposed training provides time for teachers to work with
peers to collaborate, plan, and create lesson plans using the three steps of GR.
High-quality PD must be content specific. PD is effective when teachers can
process their learning with others in their content area (Alton-Lee, 2011). PD in specific
disciplines, according to Bouwma-Gearhart (2012), can build trust among participants
and produce substantial gains in teacher learning. Teachers value learning and
collaborating with others who teach in their same discipline (Bouwma-Gearheart, 2012).
Teachers interviewed for this project study stated they need time to collaborate with
others at their grade level (Table 7, Column 4). Wei, Darling-Hammond, and Adamson
(2010) stated that teacher’s rate content-specific professional development as their
greatest need. PD training is most effective and most likely to improve teachers’ skills
and knowledge when it is content specific (Darling-Hammond et al., 2009). Sessions that
are content specific are most effective because they allow teachers to combine theory and
practice and allows skills to be transferred into the classroom (Anfara & Mertens, 2012;
Valerie, 2012). Most importantly, content-specific PD is more likely to change teaching
practices (Hochberg & Desimone, 2010). According to McLesky (2011) when teachers
improve their practices, student learning follows. Days 2 of the 3-day PD designed for
this project study specifically focus on the steps of GR for those teachers who teach
reading.
High-quality PD includes active learning by the participants. Opfer and Pedder
(2011) stated that few PD opportunities allow for active learning. In most PD, Teachers
are passive learners who listen to experts but have little time for participation (McLeskey,
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2011). Teachers must be involved and engaged during the learning process (BouwmaGearhart, 2012). For PD to be effective, teachers cannot be passive recipients to learning
(Beavers, 2009; Mizell et al., 2011). Teachers who are actively engaged in PD are more
likely to change teaching practices (Hochberg & Desimone, 2010). Hochberg and
Desimone (2010) stated that PD that is active has a positive effect on improving teachers’
acquisition of skills. Therefore, I specifically included opportunities for active
participation throughout the sessions for the proposed PD.
High-quality PD must include coaching and modeling. Teachers interviewed for
this project study identified GR modeling as a professional need (Table 4, Column 3).
Studies show that most primary teachers differentiate reading instruction through GR
instruction (Fountas & Pinnell, 2001). Montanari (2013) describes research focused on a
successful literacy-coaching model as one method to improve instructional practice
within a professional learning community, which provides evidence of improved student
reading achievement due to the utilization of literacy coaches. Peer modeling or coaching
was found to be effective in helping teachers become more effective at differentiation
(Latz et al., 2009). GR is a way to differentiate reading instruction to meet the needs of
the students in the classroom. Differentiating instruction requires a shift in teacher
beliefs, and peer coaching increases teacher’s ability to buy-in to differentiation (Kise,
2006; Wormeli, 2006). Modeling teaching practices are essential for supporting changes
in teaching practices (Blachowicz, Buhle, Ogle, Frost, Correa, & Kinner, 2010; Pegg,
Schmoock, & Gummer, 2010). Darling-Hammond and Richardson (2009) stated that,
without support, teachers do not apply new teaching practices. Instead they feel
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unequipped to teach the material and revert to previous practices. Modeling provides
opportunities for teachers to see ways to incorporate new teaching strategies into their
practice (Elder & Padover, 2011). I included modeling GR practices and conducting
assessments into the session to provide opportunities for the teachers to see what these
practices look like when they are ideally implemented.
Modeling and peer coaching also provide opportunities for teachers to practice
what they learned (Gibson & Brooks, 2012). According to Gibson and Brooks (2012)
teachers will struggle with the implementation of new strategies without the opportunity
to practice the strategies. Coaching can increase the use of new strategies and the
opportunities for practices to be transferred to the classroom (McLeskey, 2011). Both
new teachers and veteran teachers can benefit from peer coaching (Spelman & Rohlwmg,
2013). In each session of the 3-day PD sessions, I included a period of instruction in
which GR strategies will be modeled, and then attendees will receive instructor support
as they develop their GR activities during the collaboration time. Patton, Parker, and Pratt
(2013) stated that the basis of teacher development is allowing teachers the freedom and
voice to set their own PD goals, determine what they need to reach those goals, and
providing them with the space to work together to achieve success. Based on the results
of the study the teachers stated that they needed more PD on assessments, GR, its
components, and how to implement it effectively. I created a three-day PD to address
these needs.
As in section 2, for this review of literature I used multiple databases, including
Education Research Complete, Google Scholar, and ERIC. Specific search terms
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included workshop, professional development, effective, and professional learning.
Additional search terms resulted from the following combinations of terms: (a) guided
reading and professional development, (b) modeling, mentoring, and professional
development (c) peer coaching and professional development.
Implementation
The following sections include an outline of the implementation of the project, the
resources and supports required to make the workshop successful, barriers that would
hinder implementation, a proposed timetable for the project, the roles and responsibilities
of the student and others, the project’s evaluation, and potential implications for social
change.
The project includes a 3-day PD workshop for which attendees could select
sessions they are interested in based on need (Appendix A). The project includes (a) an
outline of all six sessions, (b) instructor notes to assist the facilitator in the presentation of
the material, (c) an agenda for each period of instruction, (d) a PowerPoint presentation
of each session with instructor notes, and (e) session handouts that includes an evaluation
of the session. When those who are knowledgeable on the topic facilitate a PD, it is
effective (Bouwma-Gearhart, 2012). Therefore, I would present the workshops with other
teachers or the instructional coach who are specifically trained in GR using a
combination of lecture, modeling, and collaboration of attendees with others in their
grade level. Throughout the presentation, attendees will be afforded the opportunity to
reflect on and discuss their ideas about the information on GR.
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Potential Resources and Existing Supports
The district would need to provide the site for the workshop as well as a method
for attendees to sign up for sections. The district would also need to authorize the use of
the district’s instructional coach to provide trained leadership in the content area of
reading. The resource team members would also need compensation for their time either
through a stipend or by awarding these teachers PD hours. The attendees would require
the use of computers to work on designing their own strategies, a need that could be met
through a bring-your-own-device approach.
Potential Barriers
The complexities associated with the implementation of GR require continued PD
and support, which can be difficult to provide when educational budgets are dwindling
(Tomlinson, 2000a). The budget for PD is limited. The district may not have the funding
to support a 3-day workshop. Additionally, the district’s current focus is on using
technology in the classroom. Having just spent thousands of dollars on purchasing iPads
and Promethean Boards, the school system may not be inclined to spend money on
guided reading (J. Urbanczyk, personal communication, October 14, 2015). The project
would also require the use of the district’s instructional coaches, and these employees
may not be able to commit to conducting the workshops (M. Schroller, personal
communication, November 4, 2015).
Proposal for Implementation and Timetable
I could implement the workshop, (Day 1 and 2), over a 2-day period during the
summer. The third day would be a follow-up training that would occur 2-3 months later.
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Before the beginning of school, the district provides voluntary PD training. The best time
for training is a summer workshop because teachers do not want to leave their classroom
for PD (Gibson & Brooks, 2012). The workshop would most likely occur before the start
of the school year based on previous years. The morning session of Day 1 would include
an introduction of GR. This session would be for those teachers who do not have a clear
understanding of GR or those that have not been previously trained. The afternoon
session of Day 1 would focus on how to administer assessments and how to use them.
This session would be open to all elementary teachers in the district. The morning session
of Day 2 would address the first and second step in GR, the before- and during-reading
activities. In this session, the teachers would learn about Step 1 and Step 2, have the
opportunity to see these steps modeled, collaborate with other teachers, and create a list
of before- and during-reading activities.
The first part of the afternoon session of Day 2 would address Step 3 in GR, the
after-reading activities. In this session, teachers would learn about the third step and
would have the opportunity to collaborate and create a list of after-reading activities. The
second part of the afternoon session of Day 2 will provide opportunities for the teachers
to collaborate with their peers and create an effective GR lesson plan. I would facilitate
each session, supported by the instructional coaches as well as by teachers who have also
received training in conducting GR.
The morning session of Day 3 would be a follow-up training for the kindergarten
teachers. I would facilitate a session of discussion-collaboration, more modeling, and
sharing of successes, challenges, and GR lesson plans. The afternoon session of Day 3
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would be a time for conferences with the kindergarten teachers. I would facilitate one-toone conferences for more assistance with the implementation of GR. This session would
also allow the teachers more time for collaboration and time to plan more appropriate GR
lessons.
Roles and Responsibilities of Student and Others
My primary role would be as the presenter for the workshops. I would secure
approval to conduct the workshop by sending an email to the curriculum director asking
for sessions on GR to be added to the list of PD activities. Another of my responsibilities
would be to share the presentation with other members of the GR resource team so they
could provide their suggestions for improving the presentation. I would also need
assistance from the GR resource team as co-presenters in the sessions. These teachers
received training in leading PD in GR. I believe it is essential to have teachers who are
masters in the area of reading, GR, and differentiating instruction. Teachers previously
trained in GR could provide the content-specific support requested by interviewed
teachers.
Project Evaluation
The workshop evaluation is a formative assessment that all attendees will
complete. The attendees will receive the evaluation at the end of each session. The
evaluation will give attendees the opportunity to rate the usefulness of the presentation
and make suggestions on how to improve future presentations. The use of formative
assessment is justified as I would be looking for ways to improve the future sessions on
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PD. The goals of the formative assessment would be (a) to evaluate the speed of the
session, too long or too short, (b) to evaluate the amount of content, too much or too
little, (c) to evaluate the effectiveness of the modeling, effective, somewhat effective, not
effective, (d) to evaluate the usefulness of the time to collaborate, very useful, somewhat
useful, not useful at all, and (e) to provide suggestions for future workshops. Each
question would also contain an area where participants could add comments or
suggestions. I will share the evaluations with other co-presenters as well as the district
curriculum director.
Implications Including Social Change
Local Community
The project could promote social change by providing teachers the knowledge
and skills to implement GR effectively as a daily part of their teaching practice. The goal
of GR is to help readers become independent, to use strategies appropriate to their
reading abilities, and to question and construct meaning from the text (Mooney, 1990,
Fountas & Pinnell, 2012).
Interviewed teachers stated that GR increased student engagement, self-efficacy,
achievement, and success (Table 3). Similarly, Santangelo and Tomlinson (2009) stated
that differentiated instruction creates a learning environment that meets the needs of
individual students and improves student achievement. Therefore, improving teachers’
knowledge and skills in GR would empower these teachers to help close the district’s
current achievement gap in reading. Schools are successful when their students are
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successful. Positive effects spread among classrooms and schools when teachers are
engaged in effective PD (Killion & Hirsh, 2011). Balanced literacy and a closed
achievement gap in reading are goals for the district. Empowering teachers to meet the
reading needs of students benefits the whole district, which is important to district
stakeholders.
Far-Reaching
I could present the project at the state and national level as well. For example, I
could submit proposals to present at the National Council of Teachers of English
conference, the National Boards for Professional Teaching Standards conference, the
Association for Supervision and Curriculum Development conference or other similar
conferences. Exposing more teachers to an effective instructional approach of GR could
increase the achievement of students nationally.
Conclusion
The goal of my project is to increase the skills and abilities of district teachers.
According to NSDC (2011) there is a direct, positive correlation between quality
professional development and student achievement. Alton-Lee (2011) stated that
professional development makes transformational differences to student learning. Student
achievement increases as teachers learn new knowledge and skills (Odden, 2011). By
providing district teachers with the knowledge and skills to implement GR appropriately,
I would be helping to improve the reading skills of all the students in the district.
Section 4 will contain my final reflections and conclusions of the project study.
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Section 4: Reflections and Conclusions
Introduction
The problem in this study was lack of understanding of kindergarten teachers’
thoughts, attitudes, beliefs, and challenges when implementing GR. The project’s focus
was to determine teacher perceptions and design a PD opportunity to help teachers
overcome their challenges. Knowing the basics of GR is not enough for teachers to
effectively make GR a part of their routine teaching practice. This project will give
teachers opportunities to develop knowledge and the expertise they need to change
teaching practice (NSDC, 2011). The project allows for the attainment of knowledge and
skills in a supportive and engaging environment and provides a tool that can be used on
an ongoing basis to provide new teachers initial training.
Project Strengths and Limitations
Strengths
I developed the project by taking into account the PD needs voiced by
interviewed teachers. The workshop sessions allow teachers to improve knowledge and
skills, they provide opportunities for modeling and collaboration, and they give teachers
time to plan GR lesson plans. One strength of the project is that it incorporates what I
learned by interviewing the kindergarten teachers. The basis for this project is not what I
would want or need in a PD activity. Instead, the PD project was created based on needs
expressed by the participants, as well as existing research about conducting effective
workshops. Too often, teachers are required to attend workshops that do not meet their
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needs. To address the concerns of the kindergarten teachers, I have created six sessions
that will help them overcome the challenges of implementing GR.
Through this project, teachers will develop the knowledge and skills they need to
implement GR on a daily basis to meet the reading needs of their students. According to
NSDC (2011), increasing teachers’ knowledge and skills makes them better teachers. As
teacher quality improves, student outcomes improve (NSDC, 2011). Thus, the project has
the potential to raise the reading level of students in the district through empowering
reading teachers in the district to implement GR effectively and consistently. Another
strength of this project is that it will provide opportunities for modeling, collaboration,
and planning. Teachers need to understand and see ways to implement GR. By modeling
examples of the three steps of GR, the project will make the task of developing a GR
lesson plan more manageable for participants. Also, giving teachers the chance to
collaborate and develop GR lesson plans with teachers at their same grade level allows
teachers to practice skills in a supportive environment.
The interviewed teachers complained they did not have enough examples of the
before-, during-, and after-reading activities, nor did they have examples of how to form
reading groups using the assessment data collected. Each workshop provides the teachers
with examples of assessments, forming reading groups, and before-, during-, and afterreading activities. For a workshop to be successful, Lutrick and Szabo (2012) stated that
teachers must have the opportunity to transfer strategies learned in their classroom. The
teachers will leave the workshop with examples of the GR lesson they created, thus
increasing the likelihood of teachers to make GR a daily part of their teaching practice.
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Limitations
One limitation of the project may be that it is short in duration and includes only
limited opportunity for follow-up. Each session is a half day, with a total of 6 sessions in
3 days. Condensing so much information into such a short time period could make it
difficult for some teachers to become adequately knowledgeable and comfortable with
implementing GR. Due to the limited contact hours, some teachers may still find it
difficult to integrate GR in their daily reading instruction. Guskey and Yoon (2009) stated
that teachers must meet to discuss challenges and concerns often to sustain learning.
Without long-term support, efforts to change teaching practices fail (Killion & Hirsh,
2011). Although the project exposes teachers to multiple examples and strategies, they
may need additional training on an ongoing basis as well. Many teachers may revert to
past teaching practices due to the lack of having continued support.
Recommendations for Alternative Approaches
Although this project focuses on providing intense training on GR over a 3-day
period for teachers, other ways to address this problem exist. For example, teachers could
be provided a variety of resources on GR to study on their own, to provide teacher with
mentoring, and to provide monthly support sessions after school. Sanchez (2012) stated
that summer institutes do not always provide the long-term support some teachers need to
make GR a daily part of their teaching practice.
One alternative to assist the teachers would be to create a library of resources,
activities, and strategies for GR on the district website. The library would be ongoing, so
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when teachers develop their activities they can share them with others by adding their
activities to the library.
Although the interviewed teachers did not mention having a peer mentor, the
project could be addressed by developing a mentoring program, where master teachers,
individuals skilled in the use of GR, could be paired with a teacher not as skilled in GR.
The mentor and mentee could work together for a whole school year. The mentor could
visit the mentee’s classroom to observe the GR portion of the day and then offer
suggestions on how to make the GR session better. The mentee could also visit the
mentor’s classroom to see how GR instruction looks in action. The reason that I did not
choose this approach for my project was because of the cost and logistics of providing
this type of long-term support (Latz et al., 2009). It would difficult to secure funding to
provide pay for substitutes to cover the release time of the mentee teachers. Another
challenge would be that there are very few teachers implementing GR appropriately,
which would make it difficult to find enough mentors.
A final alternative is to schedule monthly sessions or a discussion board to keep
the teachers updated on GR strategies and the teachers could interact with me, the
instructor, as well as with peers through message boards. Having this opportunity would
motivate teachers to share their ideas and would decrease isolationism (Trust, 2012). I did
not consider this alternative because I do not have the time in my schedule and nor the
technology proficiency needed to lead an online environment.
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As teachers’ GR skills are enhanced, having participated in the PD training
created for this project, some of the alternatives described above could be implemented as
well. For example as more teachers are appropriately implementing GR, having attended
training, teachers will have lesson plans they could share through a GR library. With
more teachers having greater skill in implementing GR, there will be more teachers who
could serve as mentors. Finally, as teachers gain more skills, someone with adequate
knowledge and time might be able to host a discussion board. I designed a project that
will address the problem expediently, but these alternative approaches can be used in the
future to continue to support teachers in implementing GR.
Scholarship, Project Development, and Leadership and Change
Scholarship
I learned that research is important when developing a project. Research findings
help in determining the best path for developing a project. Through this project, I was
able to make all decisions based on my research. Before this project, I would have used
my assumptions to determine the needs of the kindergarten teachers. Each kindergarten
students enters kindergarten with different skills, attitudes, and abilities. Like students,
teachers are also individuals who have different skills, talents, concerns, and teaching
styles. When teachers’ needs are not met, it makes it difficult for them to embrace GR as
a teaching philosophy. Change, according to Tohill (2009) is difficult for teachers. Easton
(2008) stated that pedagogy can change only when teachers’ concerns are addressed.
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Through the development of this project, I learned how to use a case study to help
inform the decision making process to promote change in the way teachers implement
GR. Relying on data from the kindergarten teachers’ interviews and lesson plans guided
choices I made for what aspects to include in the workshop. When I began planning and
creating the workshops, I did not allow time for reflection and collaboration. After
reading some professional literature on PD, I learned that allowing time for reflection and
collaboration are key components to an effective professional learning.
Teachers, according to Tohill (2009), need time for reflection and collaboration so
that they can mesh new thinking with past beliefs. Driscoll et al., (2009) stated that
collaboration allows teachers to combine their strengths, share their concerns, and
overcome barriers that prevent the adoption of new strategies. By providing time for
collaboration and reflection in my sessions, I have increased the chances that teachers
will change the way they view and implement GR. I would have designed a less effective
workshop if I had not investigated the attributes of effective professional learning.
I also learned how to conduct face-to-face interviews. The first participant
interview lasted for about 60 minutes. I did gain some usable data but felt like we got off
subject. This probably happened because I was not proficient at asking probing questions.
In my next participant interviews, I prompted the participants by asking them to tell me
more about their experience. I also asked them to give me examples of what they were
describing. Asking probing questions increased the quality of answers that I received as I
continued conducting interviews for the study. As a result, the interviews yielded data
that was useful in designing the project.
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Project Development
The most important aspect of project development is that it is research based.
Additionally, quality PD must have clear goals, be active, and include periods of
reflection and collaboration (Darling-Hammond et al., 2009). When designing the 3-day
workshop it was necessary to include these facets into each session. Most workshops are
of poor quality (Hill, 2009). Therefore, I needed to ensure that my PD met the needs of
the teachers and was of high quality. According to Guskey (2009) few PD activities
gather evidence to show that the PD was effective. Evaluating the effectiveness of PD
can inform future PD efforts (Guskey, 2009). For me to improve future professional
development activities, it was important to ascertain the effectiveness of the training.
Reflective Analysis
Self as a Scholar. Although I come from a family of educators, I never imagined
myself as a scholar. My mother was the first person in her family to earn a degree. I was
the second person in my family to graduate from high school and the first person to
graduate from college. It was not until one of my younger brothers completed his masters
and doctoral degree that I started thinking about pursuing a master’s degree. The district I
worked for teamed up with a private university to provide grants for teachers. So after
working 19 years as an educator, the opportunity came about for me to obtain my
master’s degree. I completed my masters in 18 months. From that moment on my dream
was to continue my education and pursue a doctoral degree. At that time, I started
looking into the doctoral program but never thought I would apply and that they would
accept me into the program. Once I was in the program, I was unsure that I would be
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successful as the courses were challenging, but I completed them and moved on to the
doctoral writing process. My toughest challenge through the process was getting my
proposal accepted. Once my proposal was accepted the process started moving along
quickly. Now my dream to become a doctoral student and earn my Doctor of Education
in Teacher Leadership is almost a reality.
I had never completed any scholarly writing before entering the doctoral process.
I read the Publication Manual of the American Psychological Association (APA) because
I had never heard of or used APA format for writing. I researched and read many
dissertations to get a better understanding of scholarly writing. On several occasions, I
used the Walden Writing Center to assist me. In the beginning, it took me a week to write
a short paper because I wanted to make sure that I wrote it in a scholarly manner. Now I
am not only able to read and review literature, but I can collect data, analyze it, report my
findings, and design a project based on the findings. I feel confident that when I talk
about GR, what I have to say is based on my own research and that of other scholars. I
can carry on scholarly discussions with others and have considered writing for an
educational journal to share my knowledge about GR with a broader community. I view
myself not only as an educator but as a scholar who has something to offer to a wider
educational community other than my school district. More than anything else I see
myself as a positive and encouraging role model not only for my children but for all the
children that I teach. Once I complete this doctoral process, I will be able to tell my
children and my students with confidence that no dream is impossible to accomplish. I
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can assure them that they too can be successful in college and beyond because I am living
proof that with hard work, dedication, and perseverance dreams do come true.
Self as Practitioner. Going through this doctoral process confirmed that what I
am doing in the classroom is effective. I first learned about GR in 2006. Since that time, I
have worked to incorporate GR into my teaching practice on a daily basis. However, like
many teachers, I work in isolation. Therefore, I was not always confident that I was
implementing GR appropriately. I was able to validate my understanding and
implementation of GR by conducting this research. As I completed the initial literature
review, I found that I was doing all the things that research said were effective means of
implementing GR.
The students’ learning styles can be used to differentiate instruction. This
differentiation will ensure that students are learning in an environment that best supports
their learning (Tomlinson, 2000b). At the beginning of the year, I inventoried all my
students’ learning styles. I used this data to help me design lessons based on their
individual strengths and needs. I also conducted FPB assessments on all my students. I
used this data to form reading groups for those students with similar deficits in early
literacy skills. I scaffold assignments to allow students to build on already acquired
knowledge and skills. The activating of background knowledge helps the students gain a
more in-depth understanding (Sheehy & Clemmons, 2012). I continually assess my
students’ learning through formative and summative assessments. According to
Tomlinson, Brimijoin, and Navaez (2008), formative assessments are the means by which
teachers determine how students are growing as learners. By conducting my study, I am
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confident that the assessments, data, and GR approach I am using in my classroom are
appropriate and effective means of meeting all my students’ needs.
Self as Project Developer. Developing this project has helped me gain a more indepth understanding of the components of an effective workshop and a better
understanding of my role as an educator. As an educator who has attended many
workshops, I did not realize how important collaboration and reflection time are to a
workshop. The development of this project was challenging but interesting. It provided
me the opportunity to research the components of an effective workshop, so I could
develop an effective workshop for GR. Through the teachers’ interviews and conducting
the literature review, I learned that periods of reflection and collaboration are the most
important components of any workshop. Teachers need time to collaborate with peers
and practice new skills. Because of what I have learned, I hope that my project, as well as
any future workshops, will contain opportunities for collaboration and reflection.
I was among the first kindergarten teachers to implement GR when the district
opted to use it to assist those students coming into kindergarten with deficits in early
literacy skills. I embraced the philosophy as a result of the PD training, support through
observations, and follow-up meetings. There were some teachers that did not support the
use of GR in kindergarten. Before conducting my research, I assumed that the teachers
who did not support or implement GR were just bad teachers with a lack of vision and
desire to do what was best for their students. My point of view changed after completing
my research. Many teachers do not understand GR, its purpose, or its steps, and therefore,
they do not implement it appropriately. As a project developer who has knowledge and
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skills in the implementation of GR, I see my role not only as an advocate for GR but also
as a mentor and or coach to new teachers. As a mentor and coach, I can help the teachers
embrace the philosophy of GR and implement it appropriately on a daily basis.
Leadership and Change
Leadership is what makes change possible. Most teachers do not support
mandated changes. Teachers need to have a voice in what is being mandated and buy into
the purpose for the change. At the beginning of this process, I did not understand why
administrators would allow each kindergarten teacher to implement GR differently.
Gibson and Brooks (2012) stated that leadership takes both pressure and support,
something that I did not observe from the administrators. Killion and Hirsh (2011) stated
that teachers can be asked to implement GR, but without support, the teachers will revert
to their common practices. When school systems and policy makers support PD it is more
effective (Odden, 2011). The district had not been supporting the needs of the teachers;
therefore, few teachers were implementing GR and those who did experienced difficulties
because they do not have the skills, PD time, or collaboration time to make GR a
successful practice. The voices of teachers needed to be heard and addressed for true
change to occur. I developed this project in response to what they had to say.
Reflection on the Importance of the Work
This project was important because it helped me gain an understanding of GR
from alternate points of view. I learned that many teachers in my district are not
implementing GR, or they are struggling to do so. Those teachers trying to make GR part
of their classroom practice do not feel supported by the district, their campus
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administration, peers, and are not provided time to collaborate and plan for GR. The
interviews, as well as the work I completed, helped me gain a perspective of GR from
their viewpoints. I understand that I need to be an advocate for GR by requesting
permission to conduct PD activities in the district, promoting its use, and by mentoring
other teachers.
The study is significant for classroom teachers, students, parents, and all the
stakeholders at this rural southwestern elementary school, where there is a need for
improvement in early literacy development within kindergarten classrooms. The results
from this study could provide a valuable resource to schools seeking to improve,
implement, and assess early literacy development especially among those students who
are considered struggling readers through the use of GR.
Implications, Applications, and Directions for Future Research
This project has the potential to change the way educators view GR providing
them with training and support may encourage more teachers to embrace the GR
approach.
The work of this study may apply to other school systems. I plan to collaborate
with the other campus in the district and provide training for those teachers as well. A
future direction of this study would be to determine the students’ thoughts, attitudes, and
beliefs, and challenges with GR. According to Ebert-May et al., (2011), a significant
challenge that hindered implementation was the students’ attitudes about new teaching
strategies. For new strategies to be effective, Hochberg and Desimone (2010) state that
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students must be receptive to new teaching ideas. Teachers could gain an understanding
of the most effective strategies to use during a GR lesson and gain needed buy-in from
students by approaching GR from the student’s perspective.
Conclusion
I have gained a large amount of knowledge and many skill by going through the
process of completing this case study project. My knowledge about PD goes beyond what
I learned as it pertains to GR. I learned that school districts implement programs but do
not provide for continued training after the initial implementation, and then when the
program is not working the way it should be, they often blame the program or the
teachers, rather than the lack of training. This study and project could be the beginning of
looking at the training needs of teachers and could be the catalyst for inspiring the
school/district to provide ongoing training opportunities for all the programs it expects
the teachers to implement, which would help students get a more consistent learning
experience from classroom to classroom.

128
References
Adams, M. (1990). Beginning to read: Thinking and learning about print. Cambridge,
MA: MIT Press.
Alton-Lee, A. (2011). (Using) evidence for educational improvement. Cambridge
Journal of Education, 41(3), 303-329. doi:10.1080/0305764X.2011.607150
Allington, R. L. (2013). What really matters when working with struggling readers?
Reading Teacher, 66(7), 520-530. doi:10.1002/TRTR.1154
Allington, R. L., & Gabriel, R. E. (2012). Every child, every day. Educational
Leadership, 69(6), 10-15.
Allington, R.L. (2001). What really matters for struggling readers: Designing researchbased programs. New York: Longman.
Anfara, J. A., & Mertens, S. B. (2012). Capacity building is a key to the radical
transformation of middle grades schools. Middle School Journal, 43(3), 58-64.
Retrieved from
http://www.amle.org/Publications/MiddleSchoolJournal/tabid/435/Default.aspx
Angelo, T. A., & Cross, K. P. (1993). Classroom assessment techniques: A handbook for
college teachers. San Francisco, CA: Jossey-Bass, Inc.
Ankrum, J. W. (2006). Differentiated reading instruction in one exemplary teacher’s
classroom: A case study. (Doctoral dissertation). Retrieved from ProQuest
Information and Learning Company. (UMI Number 3250978).

129
Ankrum, J. W. & Bean, R. M. (2008) Differentiated reading instruction: What and how.
Reading Horizons, 48(2), 133-144.
Retrieved from http://scholarworks.wmich.edu/reading_horizons/vol48/iss2/6
Ankrum, J.W., Morewood, A. L., Bean, R., & Genest, M. (2008) Teacher talk: A closeup look at verbal scaffolds. Michigan Reading Journal, 40(3), 6-11.
Ankrum, J. W., Genest, M. T., & Belcastro, E. G. (2014). The power of verbal
scaffolding: “Showing” beginning readers how to use reading strategies. Early
Childhood Education Journal, 42(1), 39-47. doi: 10.1007/s10643-013-0586-5
Antonacci, P. A. (2000). Reading in the zone of proximal development: Mediating
literacy development in beginner readers through guided reading, Reading
Horizons 41(1), 19-33. Retrieved from
http://scholarworks.wmich.edu/reading_horizons/vol41/iss1/2
Armbruster, B. B., Lehr, F., & Osborn, J. (2001). Put reading first: The research building
blocks for teaching children to read. [Adobe Digital Edition] Retrieved from
http://files.eric.ed.gov/fulltext/ED458536.pdf
Au, K. H. (1998). Social Constructivism and the School Literacy Learning of Students of
Diverse Backgrounds. Journal of Literacy Research, 30(2), 297-319. doi:
10.1080/10862969809548000
Au, K. H., Raphael, T. E., & Mooney, K. (2007). Improving reading achievement in
elementary schools: Guiding changes in a time of standards In S. B. Wepner &
D. S. Strickland (Eds.), Supervision of reading programs (4th ed., pp. 77-89). New

130
York, NY: Teachers College Press.
Avalos, M. A., Plasencia, A., Chavez, C. & Rascón, J. (2007). Modified guided reading:
Gateway to English as a second language and literacy learning. The Reading
Teacher, 61(4), 318-329. doi: 10.1598/RT.61.4.4
Bayar, A. (2014). The components of effective professional development activities in
terms of teachers’ perspective. International Online Journal of Educational
Science, 6(2), 319-327.
Beavers, A. (2009). Teachers as learners: Implications of adult education for professional
development. Journal of College Teaching & Learning, 6(7), 25-30. Retrieved
from
http://search.proquest.com/openview/7cfe8beaee181be5130393b515b382d1/1?pq
-origsite=gscholar
Benner, G. J., Nelson, R. J., Ralston, N. C., & Mooney, P. (2010). A meta-analysis of the
effects of reading instruction on the reading skills of students with or at-risk of
behavioral disorders. Behavioral Disorders, 35(2), 86–102. Retrieved from
ProQuest Research Library database. (897365368)
Berk, L., & Winsler, A. (1995). Scaffolding children’s learning: Vygotsky and early
childhood education. Washington, DC: National Association for the Education of
Young Children.
Bingham, G. E., & Hall-Kenyon, K. M. (2013). Examining teachers’ beliefs about and
implementation of a balanced literacy framework. Journal of Research in

131
Reading, 36(1), 14-28. doi:10.1111/j.1467-9817.2010.01483
Blachowicz, C. Z., Buhle, R., Ogle, D., Frost, S., Correa, A., & Kinner, J. (2010). Hit the
ground running: Ten ideas for preparing and supporting urban literacy coaches.
Reading Teacher, 63(5), 348-359. Retrieved from
http://onlinelibrary.wiley.com/journal/10.1002/%28ISSN%291936-2714
Black, P., Harrison, C., Lee, C., Marshall, B., & William, D. (2004). Working inside the
black box: Assessment for learning in the classroom. Phi Delta Kappan, 86(1), 921. Retrieved from http://www.kappanmagazine.org/
Bouwma-Gearhart, J. (2012). Science faculty improving teaching practice: Identifying
needs and finding meaningful professional development. International Journal of
Teaching and Learning in Higher Education, 24(2), 180-188. Retrieved from
http://www.isetl.org/ijtlhe
Boyer, M. (2014). A case study on a flexible grouping approach to reading instruction
(Doctoral dissertation). Retrieved from ProQuest Dissertations and Theses Global.
(UMI 3643842)
Brabham, E. G., & Villaume, S. K. (2002). Leveled text: The good news and the bad
news. The Reading Teacher, 55, 438–441. Retrieved from
http://onlinelibrary.wiley.com/journal/10.1002/ (ISSN) 1936-2714
Brodzik, M. C. (2012). An implementation plan: One-to-one laptop program
recommendations for the Pittsgrove township school district (Doctoral
dissertation). Retrieved from ProQuest LLC. (UMI 3498220)

132
Brown, K. J. (2003). What do I say when they get stuck on a word? Aligning teachers’
prompts with students’ development. The Reading Teacher, 56(8), 720-733.
Retrieved from http://onlinelibrary.wiley.com/journal/10.1002/ (ISSN) 1936-2714
Brownell, M.T., Yeager, E. Rennells, M.S. & Riley, T. (1997). Teachers working
together: What learning educators and researchers should know? Teacher
Education and Special Education, 20, 340-359.
doi: 10.1177/088840649702000405
Burns, B. (2001). Guided reading. Glenview, IL: Pearson.
Calkins, L., Ehrenworth, M., & Lehman, C. (2012). Pathways to the common core:
Accelerating achievement. Portsmouth, NH: Heineman.
Chall, J. S. & Curtis, M. E. (2003). Children with reading difficulties. In J. Flood, D.
Lapp, J. R. Squire, and J. M. Jensen (Eds.). Handbook of research on teaching the
English language arts, (pp. 413-420). Mahwah, NJ: Lawrence Erlbaum
Associates.
Clandinin, D. J., & Connelly, F. M. (2000). Narrative inquiry: Experience and story in
qualitative research. San Francisco: Jossey-Bass.
Clauset, K. H., & Murphy, C. U. (2012). Creating synergy. Journal of Staff Development,
33(5), 30-33. Retrieved from http://law-journalsbooks.vlex.com/source/journalstaff-development-4162
Clay, M. (1991). Becoming literate: The construction of inner control. Portsmouth, NH:
Heinemann.

133
Clay M. M. (1993). An observation survey of early literacy achievement. Portsmouth,
NH: Heinemann Education.
Clay, M. M. (2000). Concepts about print: What have children learned about the way we
print language? Portsmouth, NH: Heinemann.
Clay, M. M. (2005). An observation survey of early literacy achievement (2nd ed.).
Portsmouth, NH: Heinemann.
Cooper, J. D., Chard, D. J., Kiger, N. D. (2006). The struggling reader: Interventions that
work. New York: Scholastic.
Cormas, P., & Barufaldi, J. (2011). The effective research-based characteristics of
professional development of the national science foundation's GK-12 program.
Journal of Science Teacher Education, 22(3), 255-272. doi: 10.1007/s10972-0119228-1
Costello, D. A. R. (2012). The impact of a school’s literacy program on a primary
classroom. Canadian Educational Journal, 35(1), p. 69-81. Retrieved from
http://www.cje-rce.ca/index.php/cje-rce/article/viewFile/707/1196
Coyne, M. D., & Harn, B. A. (2006). Promoting beginning reading success through
meaningful assessment of early literacy skills. Psychology in the Schools, 43,
33-43. doi: 10.1002/pits.20127
Creswell, J. W. (2003). Research design: Qualitative, quantitative, and mixed methods
approaches (2nd ed.). Thousand Oaks, CA: Sage.
Creswell, J. W. (2007). Qualitative inquiry & research design: Choosing among five

134
approaches. (2nd ed.). Thousand Oaks, CA: Sage.
Creswell, J. (2008). Educational research: Planning, conducting, and evaluating
quantitative and qualitative research (3rd ed.). Upper Saddle River, NJ: Pearson
Education.
Creswell, J. W. (2009). Research design: Qualitative, quantitative, and mixed methods
approaches (3rd ed.). Thousand Oaks, CA: Sage.
Creswell, J. (2012). Educational research: Planning, conducting, and evaluating
quantitative and qualitative research (4th ed.). Upper Saddle River, NJ: Pearson
Education.
Cunningham, A. E., Perry, K. E., Stanovich, K. E., & Stanovich, P. J. (2004).
Disciplinary knowledge of K-3 teachers and their knowledge calibration in the
domain of early literacy. Annals of Dyslexia, 54, 139–167. doi: 10.1007/s11881004-0007-y
Cunningham, P. M., & Hall, D. (Eds.). (2001). True Stories from Four-Blocks
Classrooms. Greensboro, NC: Carson Dellosa Publishing Company Incorporated.
Cunningham, P., & Hall, D., & Defee, M. (1998). Nonability-grouped, multi-level
instruction: Eight years later. The Reading Teacher, 51(8), 652-664. Retrieved
from http://onlinelibrary.wiley.com/journal/10.1002/ (ISSN) 1936-2714
Danielson, C. (2013). Framework for teaching: Evaluation instrument.
www.danielsongroup.org

135
Danielson, C. (2007). Enhancing professional practice: A framework for teaching (2nd
ed.). Alexandria, VA: ASCD.
Darling-Hammond, L., & McLaughlin, M. W. (2011). Policies that support professional
development in an era of reform. Phi Delta Kappan, 92(6), 81-92. Retrieved from
http://www.pdkintl.org
Darling-Hammond, L., & Richardson, N. (2009). Research review/teacher learning: What
matters? Educational leadership, 66(5), 46-53. Retrieved from
http://www.ascd.org/publications/educational-leadership.aspx
Darling-Hammond, L., Wei, R. C., Andree, A., Richardson, N., & Orphanos, S. (2009).
Professional learning in the learning profession: A status report on teacher
development in the United States and abroad. Washington, DC: National Staff
Development Council.
Davis, K.S. (2003). “Change is hard”: What science teachers are telling us about reform
and teacher learning of innovative practices. Science Education, 87(1) 3-30. doi:
10.1002/sce.10037
Davis, T. (2013). The impact of guided reading and direct instruction on the reading
fluency and comprehension of first grade students: Implication for school leaders
(Doctoral dissertation). Retrieved from https://uh-ir.tdl.org/uhir/handle/10657/958
DeMonte, J. (2013). High-quality professional development for teachers: Supporting
teachers training to improve student learning. Retrieved from

136
http://www.sheeo.org/sites/default/files/PD%20Research%20%20High%20Quality%20PD%20for%20Teachers%2007-2013.pdf
Devaney, L. (2012). Best practices in school technology use: Four keys to creating
successful e-learning programs. eSchool News, 15(6), 32. Retrieved from
http://www.eschoolnews.com/files/2012/07/eSNBestPractices1.pdf
Denton, C. A., Fletcher, J. M., Taylor, W. P., Barth, A. E., & Vaughn, S. (2014). An
experimental evaluation of guided reading and explicit interventions for
primary-grade students at-risk for reading difficulties. Journal of Research on
Educational Effectiveness, 7: 268–293. DOI: 10.1080/19345747.2014.906010
Denton, C. A., Ciancio, D. J., & Fletcher, J. M. (2006). Validity, reliability, and utility of
the observation Survey of early literacy achievement. Reading Research
Quarterly, 41(1), 8-34. doi:10. 1598/RRQ.41.1.1
DeSantis, J. (2012). Getting the most from your interactive whiteboard investment: Three
guiding principles for designing effective professional development. Clearing
House: A Journal of Educational Strategies, Issues and Ideas, 85(2), 51-55.
Retrieved from http://www.tandfonline.com/toc/vtch20/85/2#.UnVrySSE51E
DeVos, S. (2011). Using guided reading with first-grade students: Effects of guided
reading on first-grade students’ reading abilities. (Master’s thesis). Retrieved from
ProQuest Dissertations and Theses Global. UMI 1499389
DiPaola, M., & Hoy, W. K. (2014). Improving instruction through supervision,
evaluation, and professional development. Charlotte, NC: Information Age.

137
Dorn, L., French, C., & Jones, T. (1998). Apprenticeship in literacy: Transitions across
reading and writing. Portland, ME: Stenhouse Publishers.
Dorn, L. J., & Soffos, C. (2001). Shaping literate minds: Developing self-regulated
learners. Portland, MA: Stenhouse.
Dowell, S., Bickmore, D., & Hoewing, B. (2012). A framework for defining literacy
leadership. Journal of Reading Education, 37(2), 7-15. Retrieved from
EBSCOhost Education Research Complete database.
Driscoll, L. G., Parkes, K. A., Tilley-Lubbs, G. A., Brill, J. M., & Pitts Bannister, V. R.
(2009). Navigating the lonely sea: Peer mentoring and collaboration among
aspiring women scholars. Mentoring & Tutoring: Partnership in Learning, 17(1),
5-21. Retrieved from http://www.tandfonline.com/toc/cmet20/current#.UffIVPEiLE
Duffy-Hester, A. (1999, February). Teaching struggling readers in elementary school
classrooms: A review of classroom reading programs and principles for
instruction. The Reading Teacher, 52(5), 480-495. Retrieved from ProQuest
Research Library database. (203273942)
DuFour, R., DuFour, R., & Eaker, R. (2008). Revisiting professional learning
communities at work: New insights for improving schools. Bloomington, IN:
Solution Tree.
Duncan, L. G., & Seymour, P. H. (2000). Socio-economic differences in foundation-level
literacy. British Journal of Psychology, 91(2), 145-166. Retrieved from ProQuest

138
Research Library database. (199583308).
Easton, L. (2008). From professional development to professional learning. Phi Delta
Kappan, 89(10), 755-759. Retrieved from
http://pdingt.pbworks.com/f/From%20PD%20to%20Prof%20Lrng.pdf
Ebert-May, D., Derting, T. L., Hodder, J., Momsen, J. L., Long, T. M., & Jardeleza, S. E.
(2011). What we say is not what we do: Effective evaluation of faculty
professional development programs. Bioscience, 61(7), 550-558. Retrieved from
http:///www.aibs.org/bioscience
Elder, D. L., & Padover, W. (2011). Coaching as a methodology to build professional
practice. Journal of Research in Innovative Teaching, 4(1), 138-144. Retrieved
from http://www.nu.edu/OurPrograms/ResearchCouncil/The-Journal-ofResearch-in-Innovative-Teaching.html
Enderle, P., Dentzau, M., Roseler, K., Southerland, S., Granger, E., Hughes, R., Golden,
B., & Saka, Y. (2014). Examining the Influence of RETs on science teacher
beliefs and practice. Science Education, 98(6), 1077–1108.
Eun, B. (2008). Making connections: Grounding professional development in the
developmental theories of Vygotsky. Teacher Educator, 43(2), 134-155.
doi:10.1080/08878730701838934
Fawson, P. C., & Reutzel, D. R. (2000). But I only have a basal: Implementing guided
reading in the early grades. The Reading Teacher, 54(1), 84-97. Retrieved from
ProQuest Research Library database. (203274829

139
Ford, M., & Opitz, M. (2008). A national survey of guided reading practices: What we
can learn from primary teachers. Literacy Research and Instruction, 47(4),
309-331. doi:10.1080/19388070802332895
Ford, M. P., & Opitz, M. F. (2002). Using centers to engage children during guided
reading time: Intensifying learning experiences away from the teacher. Reading
Teacher, 55(8), 710-717. Retrieved from ProQuest Research Library database.
(203280137).
Fountas, I. C., & Pinnell, G. S. (2012). Guided reading: The romance and the reality. The
Reading Teacher, 66(4), 268-284. ProQuest document ID: 1221173660
Fountas, I. C., & Pinnell, G. S. (2007). The continuum of literacy learning: A guide to
teaching. Portsmouth, NH: Heinemann.
Fountas, I.C. & Pinnell, G.S. (2001). Using guided reading to strengthen students’
reading at the developing level grades 1-3. Portsmouth, NH: Heinemann.
Fountas, I. C., & Pinnell, G. S. (1996). Guided reading: Good first teaching for all
children. Portsmouth, NH: Heinemann.
Frost, D. (2014). Transforming education through teacher leadership. University of
Cambridge, Faculty of Education. Leadership for Learning.
Galarce, P. C. (2014). Resident teachers take an inquiry stance: The impact of guided
collaborative inquiry groups on the development of guided reading instructional
practices (Doctoral dissertation). Retrieved from ProQuest Dissertations and
Theses. UMI Number: 3622637.

140
Gambrell, L. B., Malloy, J. A., & Mazzoni, S. A. (2011). Evidence-based best practices
in comprehensive literacy instruction. In L. M. Morrow & L. B. Gambrell (Eds.),
Best practices in literacy instruction (4th ed.). New York, NY: The Guildford
Press.
Gettinger, M., & Stoiber, K. (2007). Applying a response-to-intervention model for early
literacy development in low-income children. Topics in Early Childhood Special
Education, 27(4), 198-213. doi:10.1177/0271121407311238
Gibson, S. E., & Brooks, C. (2012). Teachers’ perspectives on the effectiveness of a
locally planned professional development program for implementing new
curriculum. Teacher Development, 16(1), 1-23.
doi:10.1080/13664530.2012.667953
Glesne, C. (2011). Becoming qualitative researchers: An introduction (4th ed.) Boston,
MA: Pearson Education.
Gomez, T. (2009). Developing emergent literacy skills in kindergarten students using
Pre-A books (Doctoral Dissertation). Retrieved from
http://search.proquest.com.ezp.waldenulibrary.org/pqdtlocal1005747/docview/30
5069244/previewPDF/6A5579DC76A34572PQ/1?accountid=14872
Gordon, M. (2008). Between constructivism and connectedness. Education and
Educational Research, 59(4), 322-331. doi: 10.1177/0022487108321379
Graves, M. (2004). Theories and constructs that have made a significant difference in
adolescent literacy – but still have the potential to produce still more positive

141
benefits. In T. L. Jetton & J. A. Dole (Eds.), Adolescent literacy research and
practice (pp. 433-452). New York: The Guilford Press.
Griffith, R., Massey, D., & Atkinson, T. S. (2013). Examining the forces that guide
teaching decisions. Reading Horizon, 52(4), 305-332. Retrieved from
http://search.proquest.com/openview/852d04911dd6a8345739d3066e16ae29/1?p
q-origsite=gscholar
Guastello, E., & Lenz, C. (2005). Student accountability: Guided reading kidstations.
Reading Teacher, 59(2), 144-156. doi:10.1598/RT.59.2.4
Gulamhussein, A. (2013). Teaching the teachers: Effective professional development in
an era of high stakes accountability. Washington, DC. The Center for Public
Education.
Guns, C. (2012). Comparison of literature based vs content based guided reading
(Doctoral dissertation). Retrieved from ProQuest Dissertations and Theses Global.
UMI 3546929.
Guskey, T. R. (2009). Closing the knowledge gap on effective professional development.
Educational Horizons, 87(4), 224-233. Retrieved from
http://pilambda.org/benefits/publications/educational-horizons
Guskey, T. R., & Yoon, K. S. (2009). What works in professional development? Phi
Delta Kappan, 90(7), 495-500. Retrieved from http://www.pdkintl.org
Hamre, B. K. & Hatfield, B. E. (2012). Conclusion: Moving evidence-based professional
development into the field: Recommendations for policy and research. In C.

142
Howes, B. K. Hamre, and R. C. Pianta (Eds.), Effective early childhood
professional development: Improving teacher practice and child outcomes (p.
213-228). Baltimore, MD: Paul H. Brookes
Hancock, D. R., & Algozzine, B. (2006). Doing case study research. Teachers College
Press: New York, NY.
Harland, T. (2003). Vygotsky’s zone of proximal development and problem-based
learning: Linking a theoretical concept with practice through action research.
Teaching in Higher Education, 8(2), 263-272. doi:
10.1080/1356251032000052483
Harlen, W., Gipps, C., Broadfoot, P., & Nuttall, D. (1992). Assessment and the
improvement of education. The Curriculum Journal, 3, 215–230. doi:
10.1080/0958517920030302
Hatch, J. A. (2002). Doing qualitative research in educational settings. Albany, NY:
State University of New York Press.
Hauptom, A. L. (2012). Guided reading and motivation (Doctoral dissertation). Retrieved
from ProQuest Dissertations Publishing. UMI Number: 3504100
Heston, K. M. (2010). The effects of guided reading instruction on student’s fluency,
accuracy, and comprehension at Woodview elementary school (Master’s thesis,
University of Wisconsin-Stout Menomonie). Retrieved from
http://www2.uwstout.edu/content/lib/thesis/2010/2010hestonk.pdf
Hidden curriculum (2014). In Abbott, S. (Ed.) The glossary of education reform.
Retrieved from http://edglossary.org/hidden-curriculum

143
Hill, H. C. (2009). Fixing teacher professional development. Phi Delta Kappan, 90(7),
470-476. Retrieved from
http://www.pdkmembers.org/members_online/publications/Archive/pdf/k0903hil.
pdf
Hill, H. C., Beisiegel, M., & Jacob, R. (2013). Professional development research:
Consensus, crossroads, and challenges. Educational Researcher, 42, 476–487.
doi: 10.3102/0013189X13512674
Hochberg, E. D., & Desimone, L. M. (2010). Professional development in the
accountability context: Building capacity to achieve standards. Educational
Psychologist, 45(2), 89-106. doi: 10.1080/00461521003703052
Honawar, V. (2008). Working smarter by working together. Education Week, 27(31), 2527. Retrieved from ProQuest Research Library database. (202708098)
Hord, S. M., & Tobia, E. F. (2012). Reclaiming our teaching profession: The power of
educators learning in community. New York, NY: Teachers College Press.
Howes, C., Hamre, B. K., & Pianta, R. C. (Eds.). (2012). Effective early childhood
professional development: Improving teacher practice and child outcomes.
Baltimore, MD: Paul H. Brookes.
Hudson, R. F., Lane, H. B., & Pullen, P. C. (2005). Reading fluency assessment and
instruction: What, why, and how? The Reading Teacher, 58(8), 702-714.
doi:10.1598/RT.58.8.1
Iaquinta, A. (2006). Guided reading: A research-based response to the challenges of early

144
reading instruction. Early Childhood Education Journal, 33(6), 413-418.
doi:10.1007/s/0643-006-0074-2
International Reading Association. (IRA). (2002). Summary of the (U. S.) National
Reading Panel report Teaching Children to Read. Retrieved from
http://www.reading.org/downloads/resources/nrp_summary.pdf
Islas, R. (2010). Rene Islas discusses investments in teachers’ professional development.
Retrieved from http://www.faegrebdc.com/ren-islas-discusses-investments-inteachers-professional-development

Janesick, V. (2004). Stretching exercises for qualitative researchers. (2nd ed.). Thousand
Oaks, CA: Sage.
Jenkins, P. T. (2012). Teacher and principal experiences of effective professional
development (Doctoral dissertation). Retrieved from ProQuest Dissertation and
Theses. UMI Number: 3502620
Kensington-Miller, B. (2011). Peer mentoring: stories of three mathematics teachers.
Teacher Development, 15(3), 293-304. doi:10.1080/13664530.2011.608510
Killion, J., & Hirsh, S. (2011). The elements of effective teaching: Professional learning
moves vision, framework, and performance standards into action. Journal of Staff
Development, 32(6), 10-12. Retrieved from
http://learningforward.org/publications/jsd#.UnVo5ySE51E

145
Kise, J. (2006). Differentiated coaching: A framework for helping teachers change.
Thousand Oaks, CA: Corbin Press.
Kimbell-Lopez, K. (2003). Just think of the possibilities: Formats for reading instruction
in the elementary classroom. Reading Online, 7(1), 1-19. Retrieved from
http://www.readingonline.org/articles/art_index.asp?HREF=kimbelllopez/index.html
Klein, A. (2012). Providing differentiated reading instruction to meet the individual needs
of students. Readinga-z.com. Retrieved from https://www.readingaz.com/updates/reading_az_white_paper.pdf
Koepf, M. (2008). Synchronizing success: A practical guide for creating a
comprehensive literacy system. Portland, ME: Stenhouse.
Latz, A. O., Speirs Neumeister, K. L., Adams, C. M., & Pierce, R. L. (2009). Peer
coaching to improve classroom differentiation: perspectives from project CLUE.
Roeper Review, 31(1), 27-39. doi:10.1080/02783190802527356
Learning Point Associations. (2004). A closer look at the five essential components of
effective reading instruction: A review of scientifically based reading research for
teachers. Retrieved from http://www.learningpt.org/pdfs/literacy/components.pdf
Lentz F. E. Jr. (1988). On-task behavior, academic performance, and classroom
disruptions: Untangling the target selection problem in classroom interventions.
School Psychology Review, 17(2), 243–257. Retrieved from Eric Research
Library database. (EJ378284)

146
Leontiev, D. A. (Ed.). (2012). Psychology of Emotions, Motivations and Actions:
Motivation, Consciousness and Self-Regulation. New York, NY, USA: Nova
Science Publishers, Inc.
Lipson, M. Y., & Wixson, K. K. (2009). Assessment & instruction of reading and writing
difficulties (4th ed.). Boston, MA: Pearson.
Locke, M. (2012). Back to school: See how veteran teachers sharpen their skills and stay
on top of their game [Fall, 2013]. 28-30. Scholastic Administrator.
http://www.nxtbook.com/nxtbooks/scholastic/administrator_2012latefall/index.ph
p?startid=28#/32
Lodico, M., Spaulding, D., & Voegtle, K. (2010). Methods in educational research:
From theory to practice. San Francisco, CA: Jossey-Bass.
Lucilio, L. (2009). What secondary teachers need in professional development? Catholic
Education: A Journal of Inquiry & Practice, 13(1), 53-75. Retrieved from
Retrieved from http://digitalcommons.lmu.edu/ce/vol13/iss1/4
Lutrick, E., & Szabo, S. (2012). Instructional leaders' beliefs about effective professional
development. Delta Kappa Gamma Bulletin, 78(3), 6-12. Retrieved from
http://ezp.waldenulibrary.org/login?url=http://search.proquest.com/docview/1030
423012?accountid=14872
Mather, N., Bos, C., & Babur, N. (2001). Perceptions and knowledge of pre-service and
in-service teachers about early literacy instruction. Journal of Learning
Disabilities, 34, 472-482. doi:10.1177/002221940103400508

147
McAfee, O., Leong, D. J. & Bordova, E. (2004). Primer on early childhood assessment:
What every teacher should know. Washington, DC: National Education for the
Education of Young Children.
McCutchen, D., Abbott, R. D., Green, L. B., Beretvas, S. N., Cox, S., Potter, N. S.,
Quiroga, T., & Gray, A. (2002). Beginning literacy: Links among teacher
knowledge, teacher practice, and student learning. Journal of Learning
Disabilities, 35, 69-86. doi: 10.1177/002221940203500106
McLeskey, J. (2011). Supporting improved practice for special education teachers.
Journal of Special Education Leadership, 24(1), 26-35. Retrieved from
http://sfxhosted.exlibrisgroup.com/waldenu?url_ver=Z39.882004&url_ctx_fmt=infofi/fmt:kev:mtx:ctx&ctx_enc=info:ofi/enc:UTF8&ctx_ver=Z39.882004&rfr_id=info:sid/sfxit.com:azlist&sfx.ignore_date_threshold=1&rft.object_i
d=991042754146244&rft.object_portfolio_id=3580000000010074
McMahon R., Richmond, M. G., & Reeves-Kazelskis, C. (1998). Relationships between
kindergarten teachers’ perceptions of literacy acquisition and children’s literacy
involvement and classroom materials. The Journal of Educational Research,
91(3), 173-182. doi:10.1080/00220679809597538
Meier, D.R., ed. 2009. Here’s the story: Using narrative to promote young children’s
language and literacy learning. New York: Teachers College Press.
Merriam, S. B. (2009). Qualitative research: a guide to design and implementation. San
Francisco, CA: Jossey-Bass.

148
Mesmer, H.A.E. (2010). Textual Scaffolds for Developing Fluency in Beginning
Readers: Accuracy and Reading Rate in Qualitatively Leveled and Decodable
Text. Literacy Research and Instruction, 49(1), 20-39. Retrieved from ProQuest
Research Library database. (205371782)
Mizell, H., Hord, S., Killion, J., & Hirsh, S. (2011). New Standards Put the Spotlight on
Professional Learning. Journal of Staff Development, 32(4), 10-12. Retrieved
from http://learningforward.org/publications/jsd#.UnVo5ySE51E
Moats, L. C., & Foorman, B. R. (2003). Measuring teachers' content knowledge of
language and reading. Annals of Dyslexia, 53, 23–45. Retrieved from
http://sfxhosted.exlibrisgroup.com/waldenu?url_ver=Z39.882004&url_ctx_fmt=infofi/fmt:kev:mtx:ctx&ctx_enc=info:ofi/enc:UTF8&ctx_ver=Z39.882004&rfr_id=info:sid/sfxit.com:azlist&sfx.ignore_date_threshold=1&rft.object_i
d=954925536110&rft.object_portfolio_id=
Mooney, M. (1990). Reading to, with, and by children. New York: Richard C. Owens.
Morris, D., Bloodgood, J., Lomax, R. G., & Perney, J. (2003). Developmental steps in
learning to read: A longitudinal study in kindergarten and first grade. Reading
Research Quarterly, 38(3), 302-328. doi:10.1598/RRQ.38.3.1
Morrow, V. (2011). Understanding Children and Childhood. Centre for Children and
Young People Background Briefing Series, no. 1. (2nd ed.). Lismore: Centre for
Children and Young People, Southern Cross University.

149
Morrow L. M., Tracey, D. H. & Del Nero, J. R. (2011). Best practices in early literacy:
preschool, kindergarten and first grade. In L.M. Morrow & L. B. Gambrell (Eds.)
Best Practices in Literacy Instruction (Fourth Ed.). New York, NY: Guilford.
Nabhania, M., O’Day Nicolas, M., & Bahous, R. (2014). Principals’ views on teachers’
professional development. Professional Development in Education, 40(2), 228242. doi:10.1080/19415257.2013.803999
Nagowah, L. & Nagowah, S. (2009). A reflection on the dominant learning theories:
Behaviorism, Cognitivism, and Constructivism. International Journal of
Learning, 16(2), 279-285. Retrieved from EBSCOhost Research Library database.
(43278651)
National Assessment of Education (NAEP) (1996). The Nations report card. U. S.
Department of Education. Office of Educational Research and Improvement.
NCES-97-985r. Retrieved from http://nces.ed.gov/nationsreportcard
National Early Literacy Panel (NELP) (2009). Quick Reference Guide. Retrieved from
http://www.nichd.nih.gov/publications/pubs/upload/NELPEarlyBeginnings09.pdf
National Institute of Child Health and Human Development (NICHD) (2013). National
Reading Panel. Retrieved from
http://www.nichd.nih.gov/research/supported/Pages/nrp.aspx/_No
National Reading Panel. (NRP). (2013). Topic Areas. Retrieved from
http://www.nichd.nih.gov/research/supported/pages/nrp.aspx/
National Reading Panel. (NRP). (2000). Report of the national Reading Panel: Teaching

150
children to read. Reports of the subgroups. Retrieved from
http://www.nationalreadingpanel.org/Publications/subgroups.htm
National Staff Development Council. (NSDC). (2011). Standards for professional
learning. Retrieved from http://www.learningforward.org/standards
Neudecker, P. E. (2012, February). The untold story of 1-to-1 computing. School
Administrator, 69(2) 46. Retrieved from
http://ezp.waldenulibrary.org/login?url=http://search.proquest.com/docview/1018
564467?accountid=14872
Neuman S. B., Dickinson D. K. (2001). Handbook of early literacy research The
Guildford Press, New York.
Odden, A. (2011). Resources. Journal of Staff Development, 32(4), 26-32.
http://learningforward.org/publications/jsd#.UnVo5ySE51E
Opfer, V., & Pedder, D. (2011). The lost promise of teacher professional development in
England. European Journal of Teacher Education, 34(1), 3-24.
doi:10.1080/02619768.2010.534131
Opitz, M. & Ford, M. (2001). Reaching readers: Flexible and innovative strategies for
guided reading. Portsmouth, NH: Heinemann.
Parsons, S. A., Davis, S. G., Scales, R. Q., Williams, J. B., & Kear, K. (2010). How and
why teachers adapt their literacy instruction. In S. Szabo, M. B., Sampson, M. M.
Foote, & F. Falk-Ross (Eds.), Mentoring literacy professionals: Continuing the

151
spirit of CRA/ALER after 50 years (pp. 221-236). Commerce, TX: Association of
Literacy Educators and Researchers.
Patton, M. (2001). Qualitative research & evaluation methods. Thousand Oaks, CA:
Sage Publications.
Patton, K., Parker, M., & Neutzling, M. (2012). Tennis shoes required: The role of the
facilitator in professional development. Research Quarterly for Exercise and
Sport, 83(4), 522-532. Retrieved from ProQuest Research library database
(1018564467)
Patton, K., Parker, M., & Pratt, E. (2013). Meaningful learning in professional
development: Teaching without telling. Journal of Teaching in Physical
Education, 32, 441-459. Retrieved from
http://journals.humankinetics.com/AcuCustom/Sitename/Documents/DocumentIt
em/07_Patton_JTPE_20120147_441-459ej.pdf
Pegg, J. M., Schmoock, H. I. & Gummer, E. S. (2010). Incorporation of a Mentoring
Model into Scientist Teacher Partnerships: Enhancing Teaching and Learning of
Scientific Inquiry in Middle and High School Science Classrooms. Journal of
School Science and Mathematics, 110(2), 98-109. doi: 10.1111/j.19498594.2009.00013.x
Pentimonti, J. M. & Justice, L. M. (2010). Teachers’ use of scaffolding strategies during
read alouds in the preschool classroom. Early Childhood Education Journal,
(37(4), 241-248. doi: 10.1007/s10643-009-0348-6

152
Persellin, D., & Goodrick, T. (2010). Faculty development in higher education: Longterm
impact of a summer teaching and learning workshop. Journal of the Scholarship
of Teaching & Learning, 10(1), 1-13. Retrieved from http://josotl.indiana.edu
Peterson, D. S. & Taylor, B. M. (2012). Using higher order questioning to accelerate
students’ growth in reading. The Reading Teacher, 65(5), 295-304.
doi:10.1002/TRTR.01045
Phillips, E. (2013). A case study of questioning for reading comprehension during guided
reading. Education 3-13, 41(1), 110-120. doi:10.1080/03004279.2012.710106
Pinnell G. S. (1989). Reading Recovery: Helping at-risk children learn to read. The
Elementary School Journal, 90(2), 161–183. Retrieved form ERIC Research
Library database. (EJ404265)
Pressley, M., Roehrig, A., Bogner, K., Raphael, L. M., & Dolezal, S. (2002). Balanced
literacy instruction. Focus on Exceptional Children, 34(5), 1-14.
http://www.highbeam.com/publications/focus-on-exceptional-children-p106157
Pufpaff, L. A., & Yssel, N. (2010). Effects of a six-week, co-taught literacy unit on
preservice special educators’ literacy-education knowledge. Psychology in the
Schools, 47(5), 493-500. doi:10.1002/pits.20485
Reading Recovery of North America. (2008). The Observation Survey. Retrieved from
http://www.readingrecovery.org/reading_recovery/accountability/observation/ind
ex.asp
Rog, L. J. (2003). Guided Reading Basics: Organizing, managing, and implementing a

153
balanced literacy program in K-3. Markham, Ontario, Canada: Pembroke
Publishers.
Rog, L. J. (2001). Early literacy instruction in kindergarten. Newark, DE: International
Reading Association.
Rog, L. J., & Burton, W. (2002). Matching texts and readers: Leveling early reading
materials for assessment and instruction. The Reading Teacher, 55(4), 348-356.
Retrieved from http://onlinelibrary.wiley.com/journal/10.1002/ (ISSN) 1936-2714
Rubin, H. J., & Rubin, I. S. (2005). Qualitative interviewing: The art of hearing data
(2nd ed.). Thousand Oaks, CA: Sage.
Sanchez, B. (2012). Effective professional development: Teachers' perspectives on the
south Texas writing project summer institute. National Teacher Education
Journal, 5(2), 45-49. Retrieved from: http://www.ntejournal.com
Santangelo, T., & Tomlinson, C. (2009). The application of differentiated instruction in
postsecondary environments: Benefits, challenges, and future directions.
International Journal of Teaching & Learning in Higher Education, 20(3), 307323. Retrieved from http://www.isetl.org/ijtlhe/pdf/IJTLHE366.pdf
Schnickedanz, J. A. (1999). Much more than the ABC's. The early stages of reading and
writing. National Association for the Education of Young Children: Washington
D.C.
Schwartz, R. (2005). Decisions, decisions: Responding to primary students during guided
reading. Reading Teacher, 58(5), 436-443. doi:10.1998/RT.58.5.3

154
Sheehy, C., & Clemmons, K. (2012). Opening the door to science instruction for all
through literature. Science Scope, 35(7), 80-84. Retrieved from
http://www.nsta.org
Short, K. G. (1999). The search for “balance” in a literature rich curriculum. Theory into
Practice, 38(3), 130-137. doi:10.1080/00405849909543844
Slavin R. E., Madden N. A., Dolan L. J., Wasik B. A. (1996). Every child, every school:
Success for all. Corwin Press, Inc., 2445 Teller Road, Thousand Oaks, CA
91320-2218.
Snow, C., Burns, N. S., & Griffin, P. (Eds.) (1998). Preventing reading difficulties in
young children. Washington, D.C: National Academy Press.
Spelman, M., & Rohlwmg, R. (2013). The Relationship between Professional
Development and Teacher Learning: Three illustrative Case Studies of Urban
Teachers. Journal of Research in Innovative Teaching, 6(1), 155-171. Retrieved
from http://www.nu.edu/OurPrograms/ResearchCouncil/The-Journal-ofResearch-in-Innovative-Teaching.html
Spencer, E. J., Schuele, C. M., Guillot, K. M., & Lee, M. W. (2008). Phonemic
awareness skill of speech-language pathologists and other educators. Language,
Speech, and Hearing Services in Schools, 39, 512-520. doi:10.1044/01611461(2008/07-0080)
Storch, S. A., & Whitehurst, G. J. (2002). Oral language and code-related precursors to
reading: Evidence from a longitudinal structural model. Developmental

155
Psychology, 38(6), 934-947. doi:10.1051///0012-1649.38.6.934
Strickland, D., & Riley-Ayers, S. (2006). Early literacy: Policy and practice in the
preschool years (preschool policy brief). New Brunswick, NJ: National Institute
for Early Education Research.
Strickland, D. & Shanahan, T. (2004). Laying the groundwork for literacy. Educational
Leadership, 61(6), 72-17.
http://www.ascd.org/publications/educationalleadership/mar04/vol61/num06/toc.aspx
Sutterby, J. A. (Ed.). (2011). Advances in Early Education and Day Care, Volume 15:
Early Childhood Educator Professional Development Grant: Research and
Practice. Bradford, GBR: Emerald Insight. Retrieved from
http://www.ebrary.com
Swinton, J. R., De Berry, T., Scafidi, B., & Woodard, H. C. (2010). Does in-service
professional learning for high school economics teachers improve student
achievement? Education Economics, 18(4), 395-405.
doi:10.1080/09645290802470434
Tackett, K. A. (2014). Teacher perceptions of effective professional development
practices for a one to one technology initiative (Doctoral dissertation). Retrieved
from ProQuest Dissertations and Theses. (3714508)
Tannehill, D. (2014). My journey to become a teacher educator. Physical Education and
Sport Pedagogy. doi:10.1080/17408989.2014.898745

156
Taylor, B. M., Peterson, D. S., Pearson, P. D., & Rodriguez, M. C. (2010). Looking
inside classrooms: Reflecting on the “how” as well as the “what” in effective
reading instruction. Essential Readings on Struggling Learners, 34. Retrieved
from http://www.reading.org-Library-Retrieve.cfm_D=10.1598-RT.56.3.5F=RT56-3-Taylor.pdf
Thomas, C. N., Hassaram, B., Rieth, H. J., Raghavan, N. S., Kinzer, C. K., & Mulloy, A.
M. (2012). The integrated curriculum project: Teacher change and student
outcomes within a university–school professional development collaboration.
Psychology in the Schools, 49(5), 444–464. doi:10.1002/pits.21612
Tohill, A. (2009). Developing effective professional development. International Journal
of Learning, 16(7), 593-605. Retrieved from
http://thelearner.com/publications/journal
Tomlinson, C. (2000a). Differentiated Instruction: Can it work? Education Digest, 65(5),
25-31. Retrieved from http://www.stltoday.com
Tomlinson, C. (2000b). Reconcilable differences? Standards-based teaching and
differentiation. Educational Leadership, 58(1), 6-11. Retrieved from
http://www.ascd.org
Tomlinson, C. A. (2001). How to differentiate instruction in mixed-ability classrooms.
(2nd ed.). Alexandria, VA: ASCD.

157
Tomlinson, C., Brimijoin, K., & Narvaez, L. (2008). The differentiated school: Making
revolutionary changes in teaching and learning. Alexandria, VA: Association for
Supervision & Curriculum Development.
Tomlinson, C., & Imbeau, M. B. (2012). Common sticking points: About differentiation.
School Administrator, 69(5), 19-22. Retrieved from
https://www.aasa.org/SchoolAdministrator.aspx
Tompkins, G. E. (2006). Literacy for the 21st century: A balanced approach. New Jersey:
Merril Prentice Hall.
Torgesen J. K. (1998). Catch them before they fall: Identification and assessment to
prevent reading failure in young children. American Educator, 22, 32–39.
http://education.ucf.edu/mirc/Research/Catch%20Them%20Before%20They%20
Fall.pdf
Torgesen, J.K. (2004). Avoiding the devastating downward spiral: The evidence that
early intervention prevents reading failure. American Educator, 28(3), 619. Reprinted in the 56th Annual Commemorative Booklet of the International
Dyslexia Association. Retrieved from
http://www.aft.org/newspubs/periodicals/ae/fall2004/torgesen.cfm
Tricarico, K. & Yendol-Hoppey, D. (2012). Teacher learning through self-regulation: An
exploratory study of alternatively prepared teachers’ ability to plan differentiated
instruction in an urban elementary school. Teacher Education Quarterly, 39(1),
139-158. Retrieved from http://www.teqjournal.org

158
Tripple, T. (2015). Measuring the effects of guided reading on a NeSA-R student cohort
scale scores (Doctoral dissertation). Retrieved from ProQuest Dissertations
Publishing. (3688379)
Trust, T. (2012). Professional learning networks designed for teacher learning. Australian
Educational Computing, 27(1), 34-38. Retrieved from http://acce.edu.au/journal
Valerie, L. M. (2012). Professional development that works: Results from an invitational
summer institute for teachers of writing. New England Reading Association
Journal, 47(2), 31-42. Retrieved from http://www.nereading.org/
Van den Bergh, L., Ros, A., & Beijaard, D. (2014). Improving teacher feedback during
active learning: Effects of a professional development program. American
Educational Research
Journal, 51(4), 772-809. doi:10.3102/0002831214531322
Vetter, A. (2012). Teachers as architects of transformation: The change process of an
elementary school teacher in a practitioner researcher group. Teacher Education
Quarterly, 39, 27-49. Retrieved from http://www.jstor.org/stable/i23479217
Vygotsky, L. S. (1934/1978). Mind in society: The development of higher psychological
processes (M. Cole, V. John-Steiner, S. Scribner, & E. Souberman, Eds. and
Trans.). Cambridge, MA: Harvard University Press (Original work published
1934).
Wall, H. (2014). When guided reading isn’t working: Strategies for effective instruction.
Journal of Language and Literacy Education, 10(2), 134-141. Retrieved from

159
http://sfxhosted.exlibrisgroup.com/waldenu?url_ver=Z39.882004&url_ctx_fmt=infofi/fmt:kev:mtx:ctx&ctx_enc=info:ofi/enc:UTF8&ctx_ver=Z39.882004&rfr_id=info:sid/sfxit.com:azlist&sfx.ignore_date_threshold=1&rft.object_i
d=1000000000210742&rft.object_portfolio_id=2670000001288896
Walpole, S., Chow, S. M., & Justice, L. M. (2004). Literacy achievements during
kindergarten: Examining key contributors in an at-risk sample. Early Education
and Development, 15(3), 245-264. doi:10.1207/s15566935eed1503_1
Walpole, S., McKenna, M. C., Uribe-Zarain, X. & Lamitina, D. (2010). The relationship
between coaching and instruction in the primary grades: Evidence from highpoverty schools. Elementary School Journal, 111(1), 115-140. Retrieved from
ERIC Library database. (EJ913202)
Wei, R. C., Darling-Hammond, L., & Adamson, F. (2010). Professional development in
the United States: Trends and challenges. Dallas, TX: National Staff Development
Council, 28.
https://edpolicy.stanford.edu/sites/default/files/publications/professionaldevelopment-united-states-trends-and-challenges.pdf
Wepner, S. B., & Strickland, D. S. (2008). The administration and supervision of reading
programs. (4th Ed.). New York, NY: Teachers College Press.
White, P. T., Syncox, D., Heppleston, A., Isaac, S., & Alters, B. (2012). Putting research
into practice: pedagogy development workshops change the teaching philosophy

160
of graduate students. Canadian Journal of Higher Education, 42(1), 98-111.
Retrieved from http://ojs.library.ubc.ca/index.php/cjhe

Whitehurst G. J., Lonigan C. J. (2001). Emergent literacy: Development from prereaders
to readers. In S. B. Neuman, D. K. Dickinson (Eds.), Handbook of early literacy
research New York, Guilford Press, 11–29.
William, D. (2014). Formative assessment and contingency in the regulation of learning
processes. Philadelphia, PA: American Educational Research Association.
Retrieved from
https://www.google.com/url?sa=t&rct=j&q=&esrc=s&source=web&cd=2&cad=rj
a&uact=8&ved=0ahUKEwig8apisLMAhUHKCYKHSc6B4QQFggiMAE&url=http%3A%2F%2Fwww.dylanwil
iam.org%2FDylan_Wiliams_website%2FPapers_files%2FFormative%2520assess
ment%2520and%2520contingency%2520in%2520the%2520regulation%2520of
%2520learning%2520processes%2520(AERA%25202014).docx&usg=AFQjCNF
uvkRE7MKWVlIOsTlims0cJY4CIg&bvm=bv.121099550,d.eWE
William, D. & Leahy, S. (2015). Embedding formative assessment: Practical techniques
for K-12 classrooms. West Palm Beach, FL: Learning Sciences International.
Witherell, N. L. (2007). The guided reading classroom. Portsmouth, NH: Heinemann.
Wormeli, R. (2006). Fair isn’t always equal: Assessing and grading in the differentiated
classroom. Westerville, OH: Stenhouse Publishers.

161
Wu, E. H. (2013). The path leading to differentiation: An interview with Carol
Tomlinson. Journal of Advanced Academics, 24(2), 125-133.
doi:10.1177/1932202X13483472
Yanez, M. (2015). Negotiating guided reading decisions: Making connections and
growing through reflection (Doctoral dissertation). Retrieved from ProQuest
Dissertations and Theses. (3700693)
Yin, R. K. (2003). Case study research: Design and methods (3rd Ed.). Thousand Oaks,
CA: Sage.

162
Appendix A: The Project

Session
Day 1-Session 1
In this session, teachers will learn the
purpose of Guided Reading.

Instructional Materials

Agenda
PPT Presentation
Chart paper/markers/tape
Collaboration Time
Session Handouts
Evaluation
Day 1—Session 2
Agenda
In this session, teachers will learn about
PPT Presentation
formative and summative assessments,
Video
how to use the Fountas and Pinnell
Collaboration Time
Benchmark, analyze it, and learn how to Session Handouts
use the data to group their students.
Evaluation
Day 2-Session 3Agenda
In this session, teachers will learn about
PPT Presentation
the first and second component in GRModeling of Before- and Duringthe Before- and During-Reading
Reading Activity
Activities.
Collaboration and Planning time
Session Handouts
Evaluation
Day 2-Session 4
Agenda
In this session, teachers will learn about
PPT Presentation
the third component in GR-the AfterModeling of After-Reading Activity
Reading Activities and will be given time Collaboration and Planning Time
to collaborate and write an effective GR
Grade level materials for writing their
lesson plan.
lesson, Leveled GR books (A-D)
Session Handouts
Evaluation
Day 3-Session 5- Follow-Up Training
Agenda
In this session, teachers will have time to Open Discussion
discuss successes as well as challenges
Participant Models a GR lesson they
with implementing GR in their classroom developed.
and their experience with using Fountas
Collaboration and feedback
and Pinnell Benchmark, and model a GR Share with large group
lesson that they developed and have used Evaluation
in their classroom.
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Day 3- Session 6- Follow-Up Training
In this session, teachers will have time to
meet with the instructor during one-toone conferences for more assistance with
the implementation of GR. The teachers
will also have more time to collaborate
and plan more GR lessons.

Agenda
One-to-one conferences
Time to collaborate and plan
Share with large group
Evaluation
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Project-Guided Reading 3-Day Professional Development
The data collected, through the interviews and lesson plans, indicated a lack of
GR training. This lack of training contributed to some of the following challenges the
teachers faced when implementing GR. One challenge faced was the lack of
understanding about guided reading. The second challenge was the lack of understanding
the GR process because three of the teachers had never seen it modeled. The final
challenge was the lack of time to collaborate with peers to create GR lesson plans.
This 3 day PD will provide educators with a basic understanding of GR,
assessment and grouping, will model the use of GR, and provide time for teachers to
collaborate with peers to create a GR lesson plan.
Instructions for Use of Professional Development Materials
Each session is a stand-alone workshop that includes (a) an agenda for the
timeline of the sessions, (b) a PowerPoint with instructor notes, and (c) session handouts
for the participants.
Suggested Format for Workshops
1. Welcome participants and pass out session handouts.
2. Begin the PowerPoint presentation by reviewing the purpose of the period of
instruction, the goals of the workshop, and the agenda for the session. There
are no scheduled breaks. Inform participants that they may step out at any
time that they need to do so. Additionally, tell participants that they may ask
questions at any time during the session.
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3. Conduct opening activity provided in the PowerPoint. Use the presentation
notes to guide the activity.
4. Follow the presenter notes to introduce guided reading to participants.
5. Throughout the presentation, refer participants to the examples provided in the
handouts. After each step, give participants time to discuss how they could use
they step in their GR lesson and allow participants the opportunity to share
ideas.
6. Allow participants time to do conduct an assessment and collaboration time to
analyze the data.
7. Conduct modeling activity with participants.
8. Allow participants to work with peer to develop their own GR activities.
Following collaboration time, give the participants time to share the
developed GR activities with the group.
9. Ask participants if they have any additional questions or comments about GR.
10. Conduct the evaluation provided in the handouts.
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Day 1-Session 1-Introduction to Guided Reading

Time

Activity

8:00- 8:15

Participants will participate in an Engage
activity and will learn the definition of GR.

8:15-9:15

Participants will learn about GR. Participants
will take part in a large group discussion on
how GR can be implemented in the classroom.

9:15-10:00

Participants will participate in a Modeling of a
GR lesson presented by the instructor.
Participants will evaluate the lesson and share
what GR components they observed or did not
observe in the lesson and share their
observations with the other participants.
Participants will collaborate and discuss what
they observed during the modeling of the GR
lesson. Participants will discuss with their
group how GR can benefit their students and
come up with a list of 2-4 benefits for
implementing GR in their classroom. Be ready
to share.
Participants will share the list of benefits they
made with the rest of the participants.
Participants will complete a formative
evaluation of the session.

10:00-11:15

11:15-11:30

Day 1: Session 1
Introduction to Guided Reading (GR)
Purpose


To provide educators with the definition and purpose of GR to help them
implement GR instruction into their teaching practices.
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To model a GR session so that educators can see how to use the components of
GR.



To provide opportunities for educators to collaborate with peers.
Goals



Teachers will learn the definition and purpose of GR.



Teachers will see GR modeled.



Teachers will collaborate with peers to develop a list of benefits for using GR.
Session 1-Guided Reading
The data collected, through the interviews, indicated a lack of GR training. This

lack of training contributed to some of the challenges the teachers faced when
implementing GR. This PD will provide educators with a basic understanding of GR.
At the beginning of the Session 1, review the purpose (Attachment A-Slide 1) and
goals (Attachment A-Slide 2) for the first session. The session will begin with a power
point presentation on GR. After going over the agenda (Attachment A-Slide 3), the
teachers will participate in an “Engage” activity (Attachment A-Slide 4). In this activity
the teachers are to read each of the four columns posted on the power point slide and then
choose a column that most appeals to them. They can write or think silently and then be
ready to share their selection and tell why. This activity will build or activate any
background knowledge they have about GR.
Next we will discuss the definition of GR. GR is “an instructional context for
supporting each reader’s development of effective strategies for processing novel texts at
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increasingly challenging levels of difficulty” (Fountas & Pinnell, 1996, p. 25). The small
group model allows children to be taught in a way that is intended to be more focused on
their specific needs, accelerating their progress. The text is easy enough for students to
read with the teacher’s skillful support. The text offers challenges and opportunities for
problem solving, but is easy enough for students to read with some fluency.
In the first part of Session 1, the presenter will discuss the essential elements of
GR. The principles of GR (Attachment B-Slide 1) are (1) teachers’ supports or scaffolds,
(2) readers read from their own copies of books or texts, (3) teachers teach for strategies,
(4) use small group format, and (5) use books at the instructional level. It is important
that teachers understand that they are to scaffold instruction to support readers at their
instructional reading level. They must also understand the importance of providing each
student with their own copy of the book or text to be used during GR. It is during GR,
small group instruction, the teacher is able to work with students who have similar
reading levels, strategies, and needs.
The goals of GR (Attachment B-Slide 2) include the following: enjoyment,
successful reading, and independent. Enjoyment is possible when the readers can enjoy
the story, and are able to use problem-solving strategies to meet challenges. Successful
reading is possible when the text is chosen at the appropriate level, and the reader has
been provided with sufficient scaffolding. Independent use of flexible problem-solving
strategies in order to (a) figure out words they don’t know, (b) deal with a tricky sentence
structure, and (c) understands concepts or ideas that have not previously met in print.
Talk about why GR. GR is a research based approach. Research evidence-NRP (2000)
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stated that the students with reading difficulties who are taught in small group learn more
than students who are instructed as a whole class.
The participants will participate in a Table Top discussion with their group. The
participants are to discuss what they think GR is based on the information they just heard.
They will be given 2-5 minutes for discussion. They must be ready to share. They will be
given 2 minutes to share with the rest of the participants.
In this next part of the session we will talk about when students are reading for
GR (Attachment B-Slide-3). Children are ready when they are capable of the following
reading tasks:
1. They must be able to develop an understanding of the next text-what’s
happening, what it’s about.
2. They must have the basic “concepts of print.”
3. They must be able to identify each word or most words. This requires a bank
of words-a “reading vocabulary” already known.
4. They must be able to string words together with fluent language.
In summary, the students must be able to do all those tasks in a coordinated fashion
because if they are not close to showing these capabilities, they are unlikely to show
success. The students should continue to receive support through small group Shared
Reading, in addition to participating in whole class Shared Reading.
The next item on the agenda is teacher preparation (Attachment B-Slide-4). It is
during teacher preparation that the teacher gather’s resources, pre-assesses readers, and
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group children according to the assessment data. Take a look at the GR Resources
handout (Attachment C). This handout gives a list of teacher resources on GR as well as a
list of companies that sell the different leveled texts. It is important that teachers have
multiple copies of leveled texts to meet the needs of each student in the classroom. Preassessment is important because we use the data to form groups with children who share
similar reading levels, strategies, and needs. We use the data to guide our lesson planning
and instruction. Point out to the teachers that groups should be flexible and change often.
The next topic on the agenda is how are GR lessons structured? The GR lesson is
structured around 3 steps. The before-, during-, and after-reading activities. Each step has
its purpose. Look at your handout titled Purposes of the 3 Steps of GR (Attachment D).
The teachers use the before-reading activity to build or activate the student’s background
knowledge and to set the purpose for reading the text. Teachers use during-reading
activities to listen to the students read. Teacher use after reading activity to assign a task
completely related to the purpose and to provide feedback and or discussion. Ask
questions like what makes you say that? How do you know? Why do you think so? It is at
this time that the teacher can help students gain cognitive clarity so that they can be
successful again or the next time.
Now let us take a look at the menu of reading strategies continuum for emergent,
early, transitional, and fluent readers. Ask the participants to look at their handout on the
Reading Strategies Continuum (Attachment E). Emergent readers think about the story,
track print, note patterns, use pictures to predict story and words, attend to
graphophonic/visual clues (beginning and ending letters), and look through the word to
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the end. Early readers think about the story, note spelling patterns, monitor and selfcorrect, use meaning, structural, and visual cues together, put words together into phrases
(fluency), and skip and return. Transitional readers think about the story, make a story
map, use a before and after chart, retell chapters in writing, and reread to clarify
meanings. Fluent readers preview and predict, use text features to aid comprehension,
research, take notes, and makes data charts, writes to deepen understanding of stories,
factual texts, and poetry, uses webs and charts (e.g., KWL), and uses the strategy “Retell,
Relate, Reflect” orally and in writing. The reading strategies are a good resource to help
you understand what a child should be doing at each stage of reading.
At this time the presenter will model a GR lesson using the three steps. I would
ask the participants to act as my students. After the GR lesson I would model the
“Stopping to think” strategy. I would demonstrate with the whole audience using a
picture book with natural “stopping points.” I would have the following questions posted
on the wall for the students to refer to when stopping to think. What do I think is going to
happen? (Prediction) Why do I think this is going to happen? (Inference) and prove it by
going back to the story (using textual evidence to support your response).
The participants will now have some time to collaborate with their peers. At your
table groups please discuss what you observed during the GR lesson that was modeled.
Participants will discuss and collaborate with their group about what they observed
during the lesson. Were they able to identify the three Steps of a GR lesson? The
participants are also to discuss how they think GR can benefit their students. Tell the
participants that as a group they are to come up with a list of 2-4 benefits of GR, write the
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list on chart paper, post it on the wall, and then be ready to share it with the rest of the
participants. Give the participants a few minutes to share the list of benefits their group
posted on the wall.
The last two slides review the benefits of GR. Instruct the participants to see how
many they came up with that are listed on the slides. Some of the benefits include a)
strategy development that is flexible and self-extending, b) development of both
individual and cooperative skills, c) students have the opportunity to re-read texts for
pleasure, not for assessment, d) small group format creates a comfortable environment
where reader’s learning, reactions, and reactions are valued, and e) opportunities for the
teacher to capitalize on teachable moments. I would like to end the session by reminding
you to use the GR resources handout. I used many of these resources to develop this
session. These resources can help you understand and implement GR appropriately in the
classroom.
Ask participants if they have any additional questions or comments about GR.
Answer any questions the participants may have.
Thank you for taking the time to participate in this workshop. Please take a few
minutes to complete the evaluation (Attachment F). You may place your evaluation in the
basket on the desk by the door as you exit. The title of the Session is Guided Reading and
my name is Mary Carrasco. Again, thank you for taking the time to participate in this
workshop.
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Day 1-Session 2: Assessments
Time

Activity
Participants will engage in an introduction
activity and will learn the definition of formative
and summative assessments. (Only do the K and
the W for now).
Participants will learn about formative and
summative assessment.
Participants will engage in the “Sorting it Out”
activity. Read and discuss the descriptions and
then sort the descriptions and place the
descriptions under the heading Formative or
Summative.
Participants will learn how to do a Running
Record and analyze it.
Video-Running Records
Running Record Handout
Participants will participate in the column
activity.
Time to collaborate. Participants will collaborate
with others to create a guided reading group
based on data from formative assessments
provided to them.
Set of 4-5 F & P assessments for each table
group.
Participants will review their KWL chart with
their partner and be ready to share. Participants
will complete a formative evaluation.

1:00-1:20

1:20-2:15

2:15-3:00

3:00-4:15

4:15-4:30

Day 1-Session 2: Assessments
Purpose


To provide educators with an understanding of the definition of formative and
summative assessment.
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To provide educators with an understanding of how formative and summative
assessments can work together.



To model how to conduct, interpret, and use assessment to create reading groups
and drive curriculum and instruction.



To provide opportunities for educators to collaborate with peers to consider ways
to make formative assessment systematic and integrated with instruction.
Goals



Teachers will learn the definition of formative and summative assessment.



Teachers will have the opportunity to learn about formative and summative
assessments.



Teachers will have the opportunity to conduct and analyze a running record using
the FPB.



Teachers will have the opportunity to collaborate with peers to create reading
groups using the set of assessment data provided.



Teachers will collaborate with peers on how to use data to guide planning and
instruction.
Day 1-Session 2: Assessment
The data collected, through the interviews, indicated a lack of GR training. This

lack of training contributed to some of the challenges the teachers faced when
implementing GR. This PD will provide educators with a basic understanding of
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formative and summative assessment, how to conduct a running record, and how to
create groups and drive curriculum and instruction with the data collected.
At the beginning of the Session 2, go over the purpose (Attachment G-Slide 1)
and goals (Attachment G-Slide 2) of this session. Then go over the agenda (Attachment
G-Slide 3). The session would begin with an Ice Breaker activity (Attachment G-Slide 4).
Give each participant a KWL handout (Attachment H). Invite the participants to write
down what they know about formative and summative assessment under the K column.
Then ask the participants to write down what they want to know about formative and
summative assessment under the W. This activity will build and activate background
knowledge about formative assessment. Give the participants time to share their K and W
with their neighbor.
In the first part of Session 1, the presenter will discuss the definition of formative
and summative assessments. Assessment in education is the process of gathering,
interpreting, recording, and using information about pupil’s responses to an educational
task (Harlen, Gipps, Broadfoot, & Nuttal, 1992). Why discuss assessments? Educators
need to understand how to give and analyze data and how to use that data effectively to
drive curriculum and instruction. Many times data is collected and never used. In GR we
use the data collected from the FPB to help form our reading groups and to guide our
planning and instruction.
Formative and summative assessment are interconnected. They seldom stand
alone in construction or effect. The vast majority of genuine formative assessment is
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informal, with interactive and timely feedback and response. It is widely and empirically
argued that formative assessment has the greatest impact on learning and achievement.
Tell the participants that formative assessment is assessment for learning. It can
be taken at varying intervals throughout a course to provide information and feedback
that will help improve the following: the quality of student learning and the quality of the
course itself. Formative assessment provides information on what an individual student
needs to practice, have re-taught, and to learn next. Ask the participants to look at the
handout titled A Sampling of Types of Formative Assessments (Attachment I). This
handout provides types of formative assessment, an explanation of the assessment,
examples and suggestions, and additional information on that assessment.
Now explain summative assessment. Summative assessment is an assessment of
learning. Generally it is taken by students at the end of a unit or semester to demonstrate
the “sum” of what they have or have not learned, summative assessment methods are the
most traditional way of evaluating student work, and “good summative assessments (tests
and other graded evaluations) must be demonstrably reliable, valid, and free of bias”
(Angelo & Cross, 1993). Ask the participants to look at the handout titled Summative
Assessments Definition of Types (Attachment J). This handout provides a list of the
different types of summative assessments and the definition of each type. Ask the
participants to look over the list to see how many of these summative assessments they
have used. Give the participants 2 minutes to review the list and the 2-4 minutes to share
out.
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It is now time to play the “Sorting it Out” activity (Attachment K). The
participants will be given an envelope with a set of descriptions. The participants will
read and discuss each description and then decide as a table group whether the
description is describing a formative or summative assessment. Participants will create a
T-Chart and label the left side formative and the right side summative. The participants
will place the description under the appropriate heading on the T-Chart. When the
participants are finished they are to hang up their T-Chart on the wall. We will read and
discuss each description. Participants may check to see if they placed their descriptions
under the correct heading.
Display the slide with the Garden Analogy (Appendix L-Slide 1) and ask a
volunteer to read it. If we think of our children as plants... Summative assessment of the
plants is the process of simple measuring them. It might be interesting to compare and
analyze measurements but, in themselves, these do not affect the growth of the plants.
Formative assessment, on the other hand, is the equivalent of feeding and watering the
plants appropriate to their needs-directly affecting their growth. Then as a whole group
discuss the analogy. Ask, how does this analogy help you understand the difference
between a formative and summative assessment? Give the participants 2-3 minutes to
think and share their thoughts.
At this time you will be given the opportunity to conduct a running record.
Provide each participant with a running record (Attachment M). The participants will
watch a video of a teacher conducting a running record. The participants will be
instructed to be filling out their running record on the same child that is reading in the
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video. Once the story is over pause the video and allow the participants some time to
review and analyze the running record. Once everyone is done analyzing the running
record press play to continue on with the video. The educator conducting the running
record with go over all the marks she made and what those marks signify. Once the video
is finished, have the participants engage in a discussion, at their tables, about the running
record they conducted and analyzed. Allow the participants to share how they felt during
the time they were conducting the running record and then how they felt afterwards. The
participants can also discuss how they analyzed the running record and if their running
record was close to the way the educator on the video analyzed it or were they off on
their analyzing.
It is time for an activity to reflect on assessments (Attachment L-Slide 2). At this
time you will read the 4 columns and then choose the column that most appeals to you.
Write or think silently and be ready to share. Give the participants 2-3 minutes to think or
write down their response. Then give them 2-3 minutes to share out with the rest of the
participants. Continue with the next slide on assessment. Discuss the use of observations
for tracking students, how the use of a notebook and Post-It notes can serve as their
documentation, and how running records provide a quick assessment of fluency.
This next part of the session is collaboration time (Attachment L-Slide 3), you
will inform the participants that at this time they will be using the data provided to form
reading groups. Each group will be given a set of FPB data to review and then form
groups based on the data from the FPB. When the participants have completed this
activity they are to share why and how they formed their GR groups with the rest of the
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participants. They will also discuss how they can use formative assessments within their
planning and instruction for GR.
Tell the participants that they will now review with their partner their KWL Chart
(Attachment L-Slide 4). Explain that they are to review with their partner what you know
(K) about formative and summative assessment, what you wanted (W) to learn about
formative assessment, and then discuss what you Learned (L) about formative and
summative assessment. Tell the participants to put a star or check mark on under the
second column of “What I want to know?” if any of them had their questions answered.
Ask participants if they have any additional questions about formative and summative
assessments. Answer any questions the participants may have.
Thank you for taking the time to participate in this workshop. Please take a few
minutes to complete the evaluation (Attachment N). You may place your evaluation in
the basket on the desk by the door as you exit. The title of the Session is Formative and
Summative Assessment and my name is Mary Carrasco. Again, thank you for taking the
time to participate in this workshop.

Day 2 Session 3: The Before and During Reading Activity: Steps 1 and 2
Time

Activity

8:00- 8:15

Participants will engage in an introduction
activity called “Sticky Situation” and learn
the definition of before and during.

8:15-9:15

Participants will learn about Step 1 and 2,
Before-and During-Reading Activities.
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9:15-10:00

Modeling: The presenter will conduct a
Before- and During-Reading of a preselected text.

10:00-11:15

Collaboration and Planning Time:
Participants will collaborate as a group
and write a Before- and During-Reading
Part of a Lesson using the books provided,
share it, and post it on the wall.

11:15-11:30

Participants will share their lesson and
complete a formative evaluation of the
session.

Day 2: Session 3
The Before- and During-Reading Activity: Step 1 and 2
Purpose


To provide educators with an understanding of the purpose of the before- and
during-reading activity during a GR lesson.



To provide educators with an understanding of how the before- and duringreading activities can work together.



To model how to conduct before- and during-reading activities.



To provide opportunities for educators to collaborate with peers to plan and write
a lesson that includes before- and during-activities.
Goals



Teachers will learn the purpose of before- and during-reading activities.
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Teachers will have the opportunity to see before- and during-reading activities
modeled.



Teachers will have the opportunity to collaborate with peers to discuss different
types of before- and during-reading activities and their purposes.



Teachers will collaborate with peers on how to create a lesson that includes the
before- and during-reading activities.
Day 2-Session 3- The Before- and During-Reading Activity: Step 1 and 2
The data collected, through the interviews, indicated a lack of GR training. This

lack of training contributed to some of the challenges the teachers faced when
implementing GR. This PD will provide educators with a basic understanding of step 1
and 2 of GR, which are the before- and during-reading activities, an opportunity to see
the before and during reading activities modeled, and an opportunity to collaborate with
peers to plan and write a lesson plan that includes the before- and during-reading
activities.
At the beginning of Session 3, review the purpose (Attachment O-Slide 1) and
goals (Attachment O-Slide 2) for the third session. The session would begin with the
“Sticky Situation” activity (Attachment O-Slide 3). At this time you will instruct the
participants to take a sticky note or Post-It note and write down 1-2 things they know
about small group instruction. At their table group they are to discuss the list they made.
If someone wrote down something similar to what they wrote they can exchange sticky
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notes and continue to discuss the lists. They may agree or disagree with what is on the
lists but tell why they agree or disagree. Give them about 5-10 minutes to do this activity.
After the activity is done, you will proceed with the power point presentation and
review the agenda (Attachment O-Slide 4) for this session. In this part of the session we
will be discussing the initial framework for every classroom using GR. During this time
you will discuss group size, length of lessons, how to determine appropriate levels of
groups, and that each child needs their own text. It is important that you use your data to
form your reading groups. The reading groups should small groups, ideally 4-6 students
per group. Lessons should run about 15-20 minutes per group. I must stress to you that it
is very important that each child have their own copy of the text to be used during the GR
lesson. Next we are going to discuss what small group instruction looks like. During
small group instruction the teacher is working with 4-6 students and is using a text that is
at the students reading level. The teacher introduces the text to the small group. As the
text is read aloud or silently, the teacher briefly works with students; each child reads the
whole text. It is while the teacher is observing each student that the teacher may select
one or two teaching points to address. The students resume reading and apply the
teaching points presented by the teacher.
At this time review teacher preparation and when students are ready for GR. It is
important to stress that the students be able to understand the text, have basic concepts
about print, be able to identify each word or most words, and be able to string words
together. If they are not close to showing these capabilities, they will be unlikely to show
success. It is time for Turn and Talk. At this time the participants will turn to their partner
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and discuss the 3 steps of a GR lesson. Tell the participants to be ready to share what they
have discussed with the other participants in this session. Give the participants 2-3
minutes to discuss and then 2-4 minutes to share out.
Continue with the power point presentation. Discuss the three steps of a GR
lesson, the purpose of before-reading activities, what the teachers does in before-reading
activities, and what prereading activities the student does in the before-reading activity.
The 3 structures or steps of GR include before-, during-, and after-reading activity. The
before-reading activity sets the purpose for reading, introducing vocabulary, making
predictions, and talks about the strategies that good readers use. The during-reading
activity guides students as they read, provides wait time, gives prompts or clues as
needed by individual students, such as “Try that again. Does that make sense? Look at
how the word begins.” Take a look at the handout titled Teacher Prompts (Attachment P).
This handout provides you with some examples of useful meaning, structural, and visual
strategy prompts that you can use to assist the reader. The after-reading activity
strengthens comprehension skills and provides praise for strategies used by students
during the reading. Instruct the participants to look at their handout Before-, During-, and
After-Reading Key Strategies (Attachment Q). This handout provides them with a list of
activities they can do for each step.
Continue on with the presentation and talk about what the teacher does in the
before-reading activity in a GR session and what the students do as well. The teacher
introduces the text, keeping in mind the meaning, language structures, and visual
information in the text, and the knowledge skills and experience of the readers. The
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teacher scaffolds tricky words or structures leaving some “reading work:” questions and
challenges for the reader. The teacher also activates or builds background knowledge of
the reader, makes predictions, and sets purposes for reading. The teacher may also model
a targeted strategy (i.e., “I’m going to re-read that to make sure it makes sense.”) This
part of the lesson is very important because this is where you capture the student’s
attention and engage the student in learning. Fountas and Pinnell (2007) suggest that the
students participate in the following prereading activities: engage in a conversation about
the story, raise questions, build expectations, and notice information in the text. Remind
the participants that these prereading strategies are important for the student to be
successful in learning how to read.
At this time the presenter will conduct a modeling of the before-reading activity
of a pre-selected text. The participants will participate as students. After the reading the
presenter will ask the participants to identify and share what they saw in the beforereading part of the lesson. It is important for the participants to actively engage in large
and small group activities so that it gives them time to process and make meaning of what
they are learning.
Continue with the power point presentation. Discuss the purpose of duringreading Activity, Key Reading Strategies for during-reading, and what Fountas and
Pinnell say the teacher and student should be doing in Step 3 the during-reading activity.
Inform the participants that during-reading strategies teach comprehension by making
connections, generating questions, and determining importance by guiding the reader to
use proficient reader strategies. Some Key Reading Strategies for during-reading include:
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looking at pictures, titles, and bold words, use your word clues, use context to figure out
words, reread, and skip the word if you have difficulty, and read the rest of the sentence.
Tell the participants they can refer to their handout of Key Reading Strategies
(Attachment Q) to see a full list of strategies they can use.
Fountas and Pinnell (2007) provide a list of what teachers do on Step 3-duringreading activities. The teacher should read 1-2 pages, work with children while they read,
move from student to student, and taking running records when students read aloud.
Teachers should also observe, listen, interact, confirm or suggest strategies to assist with
problem-solving using prompts, not telling them. The teacher should make notes about
the strategy use of individual readers. Fountas and Pinnell also suggest that students read
the whole text or a unified part to themselves (softly or silently).
The presenter will conduct a modeling of the during-reading of a pre-selected
text. The participants will participate as students. After the modeling the presenter will
ask the participants to identify and share what they saw in the during-reading part of the
lesson. The presenter will also ask the participants to identify and share what they saw in
the before-reading part of the lesson modeled earlier in the session.
At this time the participants will participate in a Turn and Talk activity. This
activity will allow the participants time to talk to their partner to discuss what they saw in
the modeling of the before-, during-, and after-reading activities. The participants will
also share one before- or during-reading activity that they are already using. For those
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who have not used GR, they are to talk about one before- or during- reading activity that
they would like to begin using in their classroom.
It is collaboration time. At this time tell the participants that as a group they will
chose one of the GR books at their table and write a lesson plan that includes the beforeand during-reading activities they would use with the book they have chosen. They can
write the lesson plan on chart paper. Tell them that when they are finished writing the
lesson plan, they should be ready to share it with the rest of the participants and then post
it on the wall. If time permits, allow the participants to do a Gallery Walk around the
room to view the other participant’s lesson plans. This concludes today’s session.
Thank you for taking the time to participate in this workshop. Please take a few
minutes to complete the evaluation (Attachment R). You may place your evaluation in
the basket on the desk by the door as you exit. The title of the Session is Before- and
During- Reading Activities: Step 1 and 2. My name is Mary Carrasco. Again, thank you
for taking the time to participate in this workshop.

Day 2 Session 4: Step 3-After Reading Activity and Time to Plan
Time

Activity
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1:00-1:15

Agenda-Participants will participate in an
introduction activity.

1:15-2:15

Step 3 of GR and Review of GR and its
components.

2:15-3:00

Modeling: The presenter will conduct a
During Reading of a pre-selected text.

3:00-4:15

Collaboration Time: Participants will
collaborate as a group and write the After
Reading Part of a Lesson using the books
provided, share it, and post it on the wall.
Participants will have time to collaborate
with their grade level peers and to develop
1-2 GR lesson plans for their GR groups.
Participants will share their work/lessons
and then complete the evaluation for this
session.

4:15-4:30

Day 2 Session 4:
Step 3-After-Reading Activity and Time to Plan
Purpose


To provide educators with an understanding of the purpose of the after-reading
activity during a GR lesson.



To provide educators with an understanding of how the after-reading activities
can work together with the other steps of a GR lesson.



To model how to conduct after-reading activities.



To provide opportunities for educators to collaborate with peers to plan and write
a lesson that includes the after-reading activities.
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To provide an overview and summary of GR.



To provide opportunities for educators to collaborate with peers to plan and write
a grade appropriate GR lesson.
Goals



Teachers will learn the purpose of after-reading activities.



Teachers will have the opportunity to see after-reading activities modeled.



Teachers will have the opportunity to collaborate with peers to discuss different
types of after-reading activities and their purposes.



Teachers will collaborate with peers on how to create a lesson that includes the
after-reading activities.



Teachers will review the purpose of GR and its components.



Teachers will collaborate with grade level peers to plan and write a grade
appropriate GR lesson that includes the 3 steps (Before-, During-, and AfterReading Activity).
Day 2 Session 4: Step 3-After-Reading Activity and Time to Plan
The data collected, through the interviews, indicated a lack of GR training. This

lack of training contributed to some of the challenges the teachers faced when
implementing GR. This PD will provide educators with a basic understanding of step 3 of
GR, which is the after-reading activities, an opportunity to see the after-reading activities
modeled, and an opportunity to collaborate with peers to plan and write a lesson plan that
includes the before-, during-, and after-reading activities.
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At the beginning of Session 4, review the purpose (Attachment S-Slide 1) and
goals (Attachment S-Slide 2) for the fourth session. The session would begin with the
“Think/Pair/Share” activity. At this time you will instruct the participants to think about
the first two Steps of the GR lesson and the purpose of each step. Then pair up the
participants with a different partner. Then instruct the partners to share what they know
about the before- and during- reading activities. This activity will help get the participants
retell or summarize what they learned from the previous session.
Give the participants a few minutes to discuss the two steps and their purpose.
Then go over the agenda (Attachment S-Slide 4) for this period of instruction. Use the
power point to review the three steps and their purposes. Mention that today we will
focus the first half of the session on the third step which is the after-reading activity.
Continue with the presentation and discuss the purpose of the after-reading activity in the
GR lesson. After reading strategies connect the old and new knowledge and help students
frame it in some way to their lives. At this time, tell the participants that they will have a
couple of minutes to work with their table group to brainstorm at least 2-3 after reading
activities. Give the participants 2-3 minutes to brainstorm. Tell them that they are to write
the activities on chart paper and then post to the walls. You can call on a few groups to
share the activities that they listed. Give the participants 2-4 minutes for this activity.
Continue with the presentation and discuss the After-Reading Key Strategies. Ask
the participants to refer to their Before-, During-, and After-Reading Key Strategies
handout (Attachment Q) that lists the key strategies for each step. Go over each strategy
and give an example. Some of the key strategies include: identify the key concepts or the
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main idea, summarize or sequence the events, point out details, ask specific questions,
make connections (to self, text, world), compare/contrast/analyze, make inferences, and
draw conclusions. It is important that the participants see an example of each strategy so
they grasp an understanding of that strategy. Some of the participants may not be aware
that they are already using some of these strategies.
Now discuss what the teacher does in after-reading activity according to Fountas
and Pinnell (1996). The teacher should do the following: talk about the story, invite
personal responses, select 1 or 2 teaching points, assess children’s understanding of the
story, praise children, and engage students in word work or story extensions. Students
need to be given the opportunity to read, discuss, and write about the story because this
will help their comprehension.
What should the student be doing in the after reading activity? Fountas and
Pinnell (1996) say the student should talk about the story because this will give the
teacher some insight about whether or not the student understood what they read. The
student should check their predictions and react personally to the story because this lets
the teacher know if they were reading for a purpose to see if their predictions were
correct. The students may revisit the text at points of problem-solving, reread the story to
a partner or independently, engage in extension activities, and engage in a minute or two
of word work. All these activities help the students comprehend or make meaning of
what they are reading which is one of goals of GR.
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At this time the presenter will conduct a modeling of the After-Reading activity of
a pre-selected text. The participants will participate as students. Once the modeled lesson
is finished ask the participants to write down 2-3 things they observed in Step 3 the After
Reading Activity. Give the participants 2-3 minutes to write down what they observed.
Then give the participants 2-4 minutes to share their observations with the rest of the
participants.
Tell the participants that at this time they will be given some time to collaborate
with their table group. As a group you will use the GR book your table selected earlier for
the before- and during- reading activity and write the after-reading activity part to include
in your lesson. Once you have written the after reading activity be ready to share it with
the rest of the participants and then post it on the wall. The participants will be given
some time to walk around the room to do a Gallery Walk to see the other participants
Before-, During-, and After-Reading lesson plans.
The presenter will be a review GR and its components. Stress to the participants
that GR is a strategy used to improve reading skill, strategies, and achievement. GR is
done in small groups of 4-6 students who will all be working on the same skill and
reading the same book. Remind them that the GR groups are flexible and use an open
door policy. This means that as students master a skill they can move to another GR
group. Discuss the importance of the GR lesson being approximately 15-20 minutes long
and that all 3 steps of the GR lesson should be utilized during this time. The other
students that are not working with the teacher should be quietly engaged in literacy
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centers around the classroom. Go over what a GR lesson plan looks like and discuss the
importance of each step in terms of the student.
1. Before-Reading Activity- used to preview the text before the students read
it, fill in gaps in their background knowledge and vocabulary, and it helps
prepare the students to make meaning from the text they are going to read.
2. During-Reading Activity- asking questions helps engage the student in
reading, prompts the student in order to get them to delve into the heart of
the story, and discussion helps them because when they can discuss the
elements of fiction, they will know what to look for when they read so
they can truly comprehend and appreciate fiction.
3. After-Reading Activity- discussion can improve recall and overall
comprehension. Students will use important metacognitive strategies, such
as questioning, paraphrasing, and retelling.
It is important to go over the Four Basic Cueing Systems for prompting which
include: semantics, graphophonics, graphophonemics, and syntactics. The participants
can refer to the handout: Language Prompts to Help Students Problem-Solve (Attachment
T) and Meaning, Structure, and Visual (MSV) Teacher Prompts (Attachment U). These
prompts are used by the teacher when she is listening to a student read. These prompts
help the student take a closer look at what they read to make sure they are reading the
words correctly. These are good problem-solving strategies can also be used by the
students when they are reading independently.
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At this time the participants will be given time to collaborate with their grade
level peers to discuss GR, its components, and to plan a grade appropriate GR lesson for
one of their reading groups. When you are finished writing your GR lesson be prepared to
share it with the rest of the participants. Does anyone have any questions or comments at
this time?
This concludes Day 2-Session 4. Thank you for taking the time to participate in
this workshop. Please take a few minutes to complete the evaluation (Attachment V).
You may place your evaluation in the basket on the desk by the door as you exit. The title
of the Session is After-Reading Activities: Step 3 and Plan a Lesson. My name is Mary
Carrasco. Again, thank you for taking the time to participate in this workshop.
Day 3 Session 5: Follow-Up Training (Part 1)
Time

Activity

8:00- 8:15

Participants will participate in an
introduction activity.

8:15-9:15

Participants will take part in a large group
discussion on their implementation of GR
in the classroom.

9:15-10:00

Participants will be given time to model
one of their or their grade levels GR
lessons that they developed and used in
the classroom.

10:00-11:15

Participants will collaborate to discuss the
lessons they saw and provide feedback.

11:15-11:30

Participants will share
Participants will complete a formative
evaluation of the session.
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Day 3 Session 5:
Follow-Up Training (Part 1)
Purpose


To provide educators with an opportunity to demonstrate their knowledge of GR
and its components.



To provide educators an opportunity to model a GR lesson that they developed
and used in the classroom.



To provide opportunities for educators to collaborate with peers to provide
constructive feedback on the lessons that were conducted today by their
colleagues.



To provide a summary of GR.
Goals



Teachers will learn the purpose of GR and its components.



Teachers will have the opportunity to model one of their GR lessons that they
developed and used in their classroom.



Teachers will collaborate with peers on how to provide feedback to their
colleagues about the lessons they saw.



Teachers will review the purpose of GR and its components.
Day 3 Session 5: Follow-Up Training (Part 1)
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The data collected, through the interviews, indicated a lack of GR training. This
lack of training contributed to some of the challenges the teachers faced when
implementing GR. This PD will provide educators an opportunity to demonstrate what
they learned about GR by modeling a GR lesson that they developed and taught in their
classroom. This session will also provide them with the opportunity to collaborate with
peers on how to improve their lesson if applicable.
At the beginning of Session 5, review the purpose (Attachment W-Slide 1) and
goals (Attachment W-Slide 2) for the fifth session. The session would begin with the
“Turn and Talk” activity (Attachment W-Slide 3). At this time you will instruct the
participants to turn to a partner and talk about one success and one challenge they had
with implementing GR in the classroom. After you have discussed your success and or
challenge, please write them on a sticky note and post them to the T-Chart on the wall
labeled “Successes” and “Challenges”. This activity will help give the participants an
opportunity to share how they feel about their implementation of GR in a non-threatening
environment. This will also let me, the presenter, know what aspects of GR I need to
focus on and or reteach. After this activity is done, you will continue with the power
point presentation and go over the agenda (Appendix W-Slide 4) for today’s session.
The next part of the session we will have an open discussion about the challenges
that some of the participants had implementing GR. We will make a list of each challenge
and then when it is time to collaborate we will discuss ways to improve the lesson and
how to overcome that challenge. For the next part of the session, the presenter will call on
volunteers to come up and model one of the GR lessons that they developed and have
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taught in the classroom. This will give the presenter as well as the other participants an
opportunity to view not only the lesson but the way it is presented. Prior to attending this
session, the participants were asked to bring at least 1 GR lesson plan that they had
developed by themselves or with their grade level team.
After the participants have had a chance to model their GR lesson they will have
time to collaborate with their peers to discuss the modeled lessons. Remind them to
provide constructive criticism and or positive feedback. Ask the groups to be ready to
share their feedback with the large group. Once everyone has had a chance to provide
feedback to one or more colleagues ask them to please write their suggestions on a sticky
note and place it next to the challenge on the list of challenges we posted on the wall. Are
there any other questions or comments at this time?
This concludes Day 3-Session 5. Thank you for taking the time to participate in
this workshop. Please take a few minutes to complete the evaluation (Attachment X).
You may place your evaluation in the basket on the desk by the door as you exit. The title
of the Session is Follow-Up Training (Part 1). My name is Mary Carrasco. Again, thank
you for taking the time to participate in this workshop. Have a great lunch.
Day 3 Session 6: Follow-Up Training (Part 2)
Time

Activity

1:00- 1:15

Participants will participate in an
introduction activity.

1:15-2:15

Participants will take part in a one-to-one
conference with the instructor for further
assistance on implementing GR in the
classroom.

200
2:15-3:15

Participants will be given time to
collaborate and develop more grade level
appropriate GR lesson plans for one or
more of their reading groups.

3:15-4:15

Participants will be given time share their
GR lesson plans and receive feedback
from their peers.
Participants will be given time to ask any
questions and or make comments.
Participants will complete a formative
evaluation of the session.

4:15-4:30

Day 3 Session 6:
Follow-Up Training (Part 2)
Purpose


To provide educators with an opportunity to demonstrate their knowledge of GR
and its components.



To provide educators an opportunity to conference one-to-one with the instructor
for further assistance on implementing GR.



To provide opportunities for educators to collaborate with peers to develop, share,
and provide constructive feedback on the lessons that were created today by their
colleagues.



To provide a summary of GR.
Goals



Teachers will learn the purpose of GR and its components.
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Teachers will have the opportunity to conference one-to-one with the instructor to
discuss concerns or issues they are having implementing GR.



Teachers will collaborate with peers on how to write an effective GR lesson plan.



Teachers will share the lessons they have created and listen to feedback from their
colleagues about the lessons shared.



Teachers will review the purpose of GR and its components.
Day 3 Session 6: Follow-Up Training (Part 1)
The data collected, through the interviews, indicated a lack of GR training. This

lack of training contributed to some of the challenges the teachers faced when
implementing GR. This PD will provide educators an opportunity to demonstrate what
they learned about GR by modeling a GR lesson that they developed and taught in their
classroom. This session will also provide them with the opportunity to collaborate with
peers on how to improve their lesson if applicable.
At the beginning of session 6, review the purpose (Attachment Y-Slide 1) and
goals (Attachment Y-Slide 2) for the sixth session. The session would begin with the
introduction activity (Attachment Y-Slide 3). At this time you will instruct the
participants to look at the activity displayed on the power point presentation. Instruct the
participants to read each column and then choose the column that most appeals to them.
Tell the participants to write or think silently about their response. Remind them that they
should be ready to share their response. Allow the participants 2-3 minutes to think and
respond and 2-4 minutes to share their responses with the other participants.
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The next part of the session we will be a one-to-one conference time with those
participants who are still struggling with the implementation of GR. The instructor will
use this time to focus on the issues or challenges the participant is having and prepare a
plan with the participant to address the issue. The conference will provide the participants
time to share their thoughts and feelings in a private setting. I want the participant to
know that I am here to help them in any way I can. I want to work closely with those that
are still having trouble writing GR lesson plans, assessing and forming reading groups,
and implementing the before-, during-, and after-reading activities during their GR
sessions. It is important for the participants to feel that they are not working in isolation.
They need to feel that they have someone to go to when they have concerns or questions
about GR.
For the next part of the session, the participants will be give some time to
collaborate with their peers and work on developing more appropriate grade level GR
lesson plans for one or more of their reading groups. This is a good time to use the
knowledge and experience of your peers in this room to assist you in writing effective
GR lesson plans. This is also a good time for those of you who feel comfortable with GR
to share your experiences and knowledge with those who are just beginning to use the
GR approach in their classroom.
After the participants are finished writing their GR lessons the presenter will ask
for volunteers to come up and share one of the GR lessons that they developed with the
rest of the participants. Remind the participants to listen and to provide constructive
criticism and or positive feedback on the lessons shared by their peers. Make sure
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everyone has had a chance to provide feedback to one or more colleagues. Are there any
other questions or comments at this time?
This concludes Day 3-Session 6. Thank you for taking the time to participate in
this workshop. Please take a few minutes to complete the evaluation (Attachment Z). You
may place your evaluation in the basket on the desk by the door as you exit. The title of
the Session is Follow-Up Training (Part 2). My name is Mary Carrasco. Again, thank you
for taking the time to participate in this workshop.
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Attachment C: Guided Reading Resources

Guided Reading Resources
Videos-You tube
What is Guided Reading?
https://www.youtube.com/watch?v=yw6CyBjkPqw&list=PLHNhtapAJqPr_tCTIk5GZiY
kf8TPBGoKn&index=99
Kindergarten Guided Reading-Randi Timmons
https://www.youtube.com/watch?v=3MBUPYAiSE8
Mrs. Moran-Before/During/After Reading Activities
http://smoran.ednet.ns.ca/Reader'sworkshop/before_during_after_reading.htm
Kindergarten Guided Reading-Mrs. Nelson
https://www.youtube.com/watch?v=jq--ckDbjSY
Guided Reading in a Third Grade Classroom-(before/during/after activities)
https://www.youtube.com/watch?v=NBy6Bgo7lvg&list=PLHNhtapAJqPr_tCTIk5GZiY
kf8TPBGoKn&index=1
Guided Reading Emergent Readers
https://www.youtube.com/watch?v=dC4tY3hj4NQ&index=12&list=PLHNhtapAJqPr_tC
TIk5GZiYkf8TPBGoKn
https://www.youtube.com/watch?v=N6lcMRV9GRw&index=142&list=PLHNhtapAJqPr
_tCTIk5GZiYkf8TPBGoKn
Guided Reading K-2 Before-Reading
https://www.youtube.com/watch?v=o8K68ItsnR8&list=PLHNhtapAJqPr_tCTIk5GZiYkf
8TPBGoKn&index=55
Guided Reading 3-5-After Reading
https://www.youtube.com/watch?v=TAko73ilYIY&list=PLHNhtapAJqPr_tCTIk5GZiYk
f8TPBGoKn&index=94
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Books
Fountas, I. C. & Pinnell, G. S. (1996). Guided Reading: Good first teaching for all
children. Heinemann: Portsmouth, NH.
Fountas, I. C. & Pinnell, G. S. (2010). The Continuum of Literacy Learning, Grades PreK-8. Heinemann: Portsmouth, NH.
Richardson, J. (2009). The Next Step in Guided Reading: Focused assessments and
targeted lessons for helping every student become a better reader. Scholastic.

Companies
Scholastic
http://teacher.scholastic.com/products/guidedreading/
Scholastic Brochure
http://teacher.scholastic.com/products/guidedreading/pdf/1.0_Homepage/6936.01_Schola
stic_Guid_read_Brochure_II_Release_Low_Res_Single_Pages.pdf
Crabtree Publishing Company
http://www.crabtreebooks.com/resources/leveled-reading/guided-reading-levels
Learning A-Z-This is a good one has several fiction and non-fiction books at each
reading level. You can print them out in color or black and white.
http://www.learninga-z.com/
Pioneer Valley Books
https://www.pioneervalleybooks.com/nonfiction/nonfiction-for-beginning-readers.html
Some other companies include:
Rigby, Wright Company, National Geographic, National Geographic Kids, Wilbooks
etc.
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Attachment D: Purposes of the 3 Steps of Guided Reading

Purposes of the 3 Steps of GR
Step 1: Before-Reading Activities
Purpose of Before-Reading Activities








Building/Accessing Prior Knowledge
Connecting to personal experiences
Developing vocabulary
Taking a “picture walk”
Making predictions
Setting purposes for reading
Graphic organizer:
 Story map, story frame, story web,
 Lotus, Fishbone, KWL chart

Step 2: During-Reading Activities
Purpose of During-Reading Activities
 During reading strategies teach comprehension by
 Making connections,
 Generating questions,
 Determining importance by guiding the reader to use
proficient reader strategies.

Step 3: After-Reading Activities
Purpose of After-Reading Activities
 After reading strategies
 Connect the old and new knowledge and
 Help students frame it in some way to their lives.
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Attachment E: Menu of Reading Strategies Continuum

Menu of Reading Strategies Continuum
Fluent Readers
•
•
•
•
•
•

Preview and predict
Using text features to aid comprehension
Researching; taking notes; making data charts
Writing to deepen understanding of stories, factual texts, poetry
Webbing and charting (e.g., KWL)
Strategy recursively taught at all levels: “Retell, Relate, Reflect”
orally and in writing.
Early Readers

•
•
•
•
•
•

Thinking about the story
Noting spelling patterns
Monitoring and self-correcting
Using meaning, structural, and visual cues together
Putting words together into phrases (fluency)
“Skip and return”
Transitional Readers

•
•
•
•
•

Thinking about the story: use the strategy “Stopping to think.”
Making a story map
Using a “before and after” chart
Retelling chapters in writing
Rereading to clarify meanings
Fluent Readers

•
•
•

Preview and predict
Using text features to aid comprehension
Researching; taking notes; making data charts
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•
•
•
•

Writing to deepen understanding of stories, factual texts, poetry
Webbing and charting (e.g., KWL)
Strategy recursively taught at all levels: “Retell, Relate, Reflect”
Strategy recursively taught at all levels: “Retell, Relate, Reflect”
orally and in writing.
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Attachment F: Session 1-Evaluation
Session 1-Evaluation
Thank you for attending this workshop. Please circle the answer that best describes
your experiences.
1. How would you describe the length of the session?
A. The session was too short.
B. The session was too long.
C. The session was the right length.
Comments:
2. How would you describe the amount of content covered?
A. The session did not have enough content.
B. The session had too much content.
C. The session had the right amount of content.
Comments:
3. How would you describe your opportunities to reflect on what you learned?
A. Time to reflect was a somewhat useful part of this session.
b. Time to reflect was a useful part of this session.
C. The time to reflect was not a useful part of this session.
Comments:
4. How useful was the time to collaborate?
A. The time to collaborate was very useful.
B. The time to collaborate was somewhat useful.
C. The time to collaborate was not useful.
Comments:
5. What are additional comments or suggestions you have about this workshop?
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Attachment G: Session 2-Slides 1-4
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Attachment H: KWL Chart

What I Already

What I WANT to

KNOW

Know

What I LEARNED
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Attachment I: A Sampling of Types of Formative Assessments
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Attachment J: Summative Assessment Definition of Types
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Attachment K: Descriptions for “Sorting it Out” Activity

1. ‘… often means no more than that the assessment is carried
out frequently and is planned at the same time as teaching.’
(Black and William, 1998)
2. ‘…assessment (that) has increasingly been used to sum up
learning…’(Black and Wiliam, 1998)
3. ‘… provides feedback which leads to students recognizing
the (learning) gap and closing it … it is forward looking …’
(Harlen, 1998)
4. ‘… looks at past achievements … adds procedures or tests to
existing work ... involves only marking and feedback grades to
student … is separated from teaching … is carried out at
intervals when achievement has to be summarized and
reported.’ (Harlen, 1998)
5. ‘ … includes both feedback and self-monitoring.’ (Sadler,
1989)
6. ‘… is used essentially to feed back into the teaching and
learning process.’ (Tunstall and Gipps, 1996)
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Attachment L: Session 2-Slides 1-4
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L-Slide 2
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Attachment M: Running Record

Running Record
I remember very well the day you were born.
Mom went into the hospital. I was only eight years old and I wasn’t
allowed in the hospital room. So I sent mom a necklace and a
note. I bought the necklace from the school store. It was a
heart charm with a flower in the middle and a note that
read
Dear Mom,
I hope you are ok. I hope you like the gift I got you.
I hope the baby is a girl.
Love Maria
Mom did like the present. And she was ok. And you were a girl.
Mom and dad named you Margo, but we called you Maggie.
Sometimes, when no one could hear, I called you brownie because your eyes
were
dark brown like chocolate.
I wanted to have a special name for you that only you and I know about
because I
knew we had a special relationship.
I got to hold you right away once mom and dad brought you home. You
were so warm
and soft.
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I loved you immediately. And sometimes I pretended that you were my very
own little
baby.
Sometimes I did funny things to make you laugh. I did them over and over
again to
keep hearing you laugh.
Sometimes you shouted and threw temper tantrums. I was glad at those
times that you
were mom’s baby.
Because all of that screaming drove me crazy but I loved you anyway.
Sometimes when my friends called me I told them I didn’t want to play with
them
because I wanted to stay home with you.
My friends didn’t understand because they didn’t have a sister like you.
I am glad that you are my sister. You will always belong to me.

227
Attachment N: Session 2-Evaluation

Session 2-Evaluation
Thank you for attending this workshop. Please circle the answer that best describes
your experiences.
1. How would you describe the length of the session?
A. The session was too long.
B. The session was too short.
C. The session was the right length.
Comments:
2. How would you describe the amount of content covered?
A. The session had too much content.
B. The session did not have enough content.
C. The session has the right amount of content.
Comments:
3. How would you describe your opportunities to reflect on what you learned?
A. Time to reflect was a useful part of this session.
b. Time to reflect was a somewhat useful part of this session.
C. The time to reflect was not a useful part of this session.
Comments:
4. How effective was the modeling portion of the session?
A. The modeling was effective.
B. The modeling was somewhat effective.
C. The modeling was not effective.
Comments:
5. How useful was the time to collaborate?
A. The time to collaborate was very useful.
B. The time to collaborate was somewhat useful.
C. The time to collaborate was not useful.
Comments:
6. What are additional comments or suggestions you have about this workshop?
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Attachment O: Session 3-Slides 1-4
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Attachment P: Teacher Prompts

TEACHER PROMPTS FOR:

1:1 POINTING Read it with your finger.
(Levels A – C;
Students stop pointing
at level D.)

MEANING

STRUCTURE

Did that match?
Were there enough words?
Did you run out?
Try that again.
Skip it and read on.
Reread
Did that make sense?
You said _____________. Does
that make sense?
Look at the picture.
What might happen next in the
story?
What would make sense?
Does that sound right?
What would sound right?
Can you say it that way?
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VISUAL

Does it look right?
Get your mouth ready (to say the
beginning sound). . .
Look across the word. . .
Look in the word (multisyllabic
words). . .
Do you know a word like that?
What does it start with? Can
you say more than that?
What do you know that might
help?
Do you know a part of the word?
(Chunk the word)
CHECKING ON Was that OK?
Why did you stop?
ONESELF
What did you notice?
Were you right? How do you
know?
It could be _____, but look at
______.
INDEPENDENCE What could you try?
You made a mistake on that page.
Can you find it?
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Attachment Q: Before-, During- and After-Reading Key Strategies

Before, During and After Guided Reading: Key Strategies
Before:
 Set the context and purpose for the reading.
 Highlight main ideas and key points.
 Activate prior knowledge.
 Discuss the title, cover, pictures, author, and illustrator.
 Make connections (to self, text, world).
 Predict what the story might be about. Use titles and
pictures or put words on board.
During:
 Demonstrate key reading strategies:
 looking at pictures, titles, and bold words
 use your word clues
 look at the subtitles, chapter headings and italics
 use context to figure out words; reread
 break down by sentences; figure out the big picture and
main ideas
 skip the word if you have difficulty, and read the rest of
the sentence
 reread the sentence
 Stop at intervals and discuss key points, vocabulary,
meaning and details.
 Make connections (to self, text, world)
 Ask and answer questions.
 Predict what will happen next, infer, determine importance.
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After:
 Identify the key concepts or the main idea.
 Summarize or sequence the events.
 Point out details or describe significant parts.
 Ask specific questions.
 Make connections (to self, text, world).
 Compare/contrast/analyse
 Make inferences
 State opinions/point of view.
 Draw conclusions
 Share insights and understandings
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Attachment R: Session 3-Evaluation

Session 3-Evaluation
Thank you for attending this workshop. Please circle the answer that best describes
your experiences.
1. How would you describe the length of the session?
A. The session was too long.
B. The session was too short.
C. The session was the right length.
Comments:
2. How would you describe the amount of content covered?
A. The session had too much content.
B. The session did not have enough content.
C. The session has the right amount of content.
Comments:
3. How would you describe your opportunities to reflect on what you learned?
A. Time to reflect was a useful part of this session.
b. Time to reflect was a somewhat useful part of this session.
C. The time to reflect was not a useful part of this session.
Comments:
4. How effective was the modeling portion of the session?
A. The modeling was effective.
B. The modeling was somewhat effective.
C. The modeling was not effective.
Comments:
5. How useful was the time to collaborate?
A. The time to collaborate was very useful.
B. The time to collaborate was somewhat useful.
C. The time to collaborate was not useful.
Comments:
6. What are additional comments or suggestions you have about this workshop?
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Attachment S: Session 4-Slides 1-4
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Attachment T: Language Prompts to Help Students Problem-Solve

Language Prompts to Help Students Problem-Solve
When They Ignore Meaning or Semantic Cues





You said, _______. Does that make sense?
What word would make sense there?
Look at the picture. What's happening?

When Students Do Not Use Syntactic or Grammatical Structures




You said, ________. Does that sound right?
Go back and reread and think about what sounds right and looks right.

When Students Do Not Use Graphophonic or Visual Cues








Does _______ look right?
Look at the first letter. Get your mouth ready.
It could be _______, but look at ________. Check to make sure that what you read looks right and
makes sense.
Is there something about that word you know can help you?
Try that again.
What can you do to help yourself there?

Language to Link Reading and Writing





How would you start that word if you were writing it?
Say the word slowly. What sounds can you hear?
Can you find the word that has those letters?

Language to Praise or Validate Appropriate Literacy Behaviors





I like the way that you made each word match with your finger.
You went back and fixed the tricky part, didn't you? Good checking!
You were really thinking when you let the word ______, which you know, help you with the word
______. Great job! That's what good readers do.

- See more at: http://www.benchmarkeducation.com/best-practices-library/read-about-best-practices-insmall-group-instruction.html#sthash.5B0dcVUs.dpuf
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Attachment U: MSV Teacher Prompts

Useful Meaning (Semantic) Strategy
Prompts:
*Look at the illustrations.
*What do you think it might be?
*Do you think that makes sense?
*Could you reread that?
What happened in the story when. . . ?
Useful Structure (Syntactic) Strategy
Prompts:
*Can you reread that?
*Did that sound right?
*What is a different word that might
fit there?
*Could you say that another way?
Useful Visual (Graphophonic) Strategy
Prompts:
*What sound/letter does the word start
with?
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*Does it look right?
*What would you expect to see at the
beginning, middle, and end of the word?
*Point to the words.
*Did that match?
*Can you point to ______?
*Can you find ______?
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Attachment V: Session 4-Evaluation
Session 4-Evaluation
Thank you for attending this workshop. Please circle the answer that best describes
your experiences.
1. How would you describe the length of the session?
A. The session was too long.
B. The session was too short.
C. The session was the right length.
Comments:
2. How would you describe the amount of content covered?
A. The session had too much content.
B. The session did not have enough content.
C. The session has the right amount of content.
Comments:
3. How would you describe your opportunities to reflect on what you learned?
A. Time to reflect was a useful part of this session.
b. Time to reflect was a somewhat useful part of this session.
C. The time to reflect was not a useful part of this session.
Comments:
4. How effective was the modeling portion of the session?
A. The modeling was effective.
B. The modeling was somewhat effective.
C. The modeling was not effective.
Comments:
5. How useful was the time to collaborate?
A. The time to collaborate was very useful.
B. The time to collaborate was somewhat useful.
C. The time to collaborate was not useful.
Comments:
6. What are additional comments or suggestions you have about this workshop?
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Attachment W: Session 5- Slides 1-4
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Attachment X: Session 5-Evaluation

Session 5-Evaluation
Thank you for attending this workshop. Please circle the answer that best describes
your experiences.
1. How would you describe the length of the session?
A. The session was too long.
B. The session was too short.
C. The session was the right length.
Comments:
2. How would you describe the amount of content covered?
A. The session had too much content.
B. The session did not have enough content.
C. The session has the right amount of content.
Comments:
3. How would you describe your opportunities to reflect on what you learned?
A. Time to reflect was a useful part of this session.
b. Time to reflect was a somewhat useful part of this session.
C. The time to reflect was not a useful part of this session.
Comments:
4. How effective was the modeling portion of the session?
A. The modeling was effective.
B. The modeling was somewhat effective.
C. The modeling was not effective.
Comments:
5. How useful was the time to collaborate?
A. The time to collaborate was very useful.
B. The time to collaborate was somewhat useful.
C. The time to collaborate was not useful.
Comments:
6. What are additional comments or suggestions you have about this workshop?
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Attachment Y: Session 6-Slides 1-4

Y-Slide 3
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Attachment Z: Session 6-Evaluation
Session 6-Evaluation
Thank you for attending this workshop. Please circle the answer that best describes
your experiences.
1. How would you describe the length of the session?
A. The session was too short.
B. The session was too long.
C. The session was the right length.
Comments:
2. How would you describe the amount of content covered?
A. The session did not have enough content.
B. The session had too much content.
C. The session had the right amount of content.
Comments:
3. How would you describe your opportunities to reflect on what you learned?
A. Time to reflect was a somewhat useful part of this session.
b. Time to reflect was a useful part of this session.
C. The time to reflect was not a useful part of this session.
Comments:
4. How useful was the time to conference?
A. The time to conference was very useful.
B. The time to conference was somewhat useful.
C. The time to conference was not useful.
5. How useful was the time to collaborate?
A. The time to collaborate was very useful.
B. The time to collaborate was somewhat useful.
C. The time to collaborate was not useful.
Comments:
6. What are additional comments or suggestions you have about this workshop?

244
Appendix B: Letter to Conduct Research from the District

Superintendent
FISD

Dear Dr. S. B,
I am currently a student working on obtaining my Educational Doctorate Degree with a
Specialization in Teacher Leadership at Walden University. The case study is entitled
“Kindergarten Teacher’s Perspective on Guided Reading.” I would like your permission
to have the kindergarten teachers participate in my study. The purpose of this study is to
examine educators’ perceptions regarding their understanding of guided reading and its
implementation. The answers from the research questions will help to determine a project
needed to expand the teachers’ knowledge about guided reading and its implementation
to improve students’ early literacy and reading skills. Individuals’ participation will be
voluntary, confidential, and at their own discretion. Interviews will be conducted after
school.
Participation will include:
Participation in 1 interview with the researcher (audio recorded and 30-60 minutes each).
 The interview will be conducted in the conference room after school.
 Allow me to view your teacher lesson plans.
 Participate in member checking the data to validate the findings (1 week to
look over all data materials.).
Your permission will allow me to obtain a Letter of Cooperation from the Principal, a
Letter of Invitation to Participate in a Research Project Study, and a Letter of consent
from each participant who agrees to participate in the study. Teachers’ participation in the
study is voluntary and may refuse to participate or withdraw from the study at any time.
Sincerely,
Mary Carrasco
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Appendix C: Letter to Conduct Research on Campus (Principal)

Principal
F Elementary

Dear Mr. S,
I am currently a student working on obtaining my Educational Doctorate Degree with a
Specialization in Teacher Leadership at Walden University. The case study is entitled
“Kindergarten Teacher’s Perspective on Guided Reading.” I would like your permission
to conduct a meeting after school to invite the kindergarten teachers on your campus to
participate in my study. The purpose of this study is to examine educators’ perceptions
regarding their understanding of guided reading and its implementation. The answers
from the research questions will help to determine a project needed to expand the
teachers’ knowledge about guided reading and its implementation to improve students’
early literacy and reading skills. Individuals’ participation will be voluntary, confidential,
and at their own discretion.
Participation will include:
 Attending the meeting where I will discuss the purpose of the study and obtain
Consent Forms from those teachers wanting to participate.
 Participation in 1 interview with the researcher (audio recorded and 45-60
minutes each).
 The interviews will be conducted in the conference room after school.
 Allow me to view your teacher lesson plans.
 Participate in checking the data to validate the findings (1 week to look over
all data materials.).
Your permission will allow me to obtain a Letter of Invitation to Participate in a Research
Project Study, and a Letter of consent from each participant who agrees to participate in
the study. Teachers’ participation in the study is voluntary and may refuse to participate
or withdraw from the study at any time.
Sincerely,

Mary Carrasco

246
Appendix D: Letter of Cooperation from Principal
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APPENDIX E: Letter of Invitation to Participate in a Research Study
Date:
Dear Teacher,
I have obtained the principal’s support and permission to collect data for my research
project entitled “Kindergarten Teacher’s Perspectives on Guided Reading.”
If you agree to be part of this research project, I would ask that you agree to one 45-60
minute interview answering questions after school regarding your perceptions of guided
reading instruction at the local school; however, the time may last longer depending upon
any additional comments, or information you may be willing to contribute regarding
answers to questions.
If you prefer not to be involved in this study, that is not a problem. If circumstances
change, please contact me via _________________. Thank you for your consideration. I
would be pleased to share the results of this study with you if you are interested.
Sincerely,
Mary Carrasco
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APPENDIX F: Consent Form
You are invited to take part in a research study regarding educators’ perceptions
on guided reading and its implementation. You were chosen for the study because of your
experience working with students at the kindergarten level and using guided reading to
improve their early literacy and reading skills. Please read this form and ask any
questions you have before agreeing to be part of the study.
This study is being conducted by a researcher named Mary Carrasco, who is a
doctoral student at Walden University. Some of you may know me in my professional
role as a first grade teacher; however, this research has nothing to do with that role.
Background Information:
The purpose of this study is to examine educators’ perceptions regarding guided reading
and its implementation.
Procedures:
If you agree to be in this study, you will be asked to:
 Participate in one audio recorded interview, which will also be transcribed by the
me, the researcher
 The interview should take about 45-60 minutes to complete; however, the time
may last longer depending upon any additional comments, or information you
may be willing to contribute regarding answers to questions.
 The interviews will take place after school in the privacy of the conference room.
 Provide feedback of the study’s preliminary analysis through a process called
member checking which is used to validate the findings.
 Once the interviews are completed, you can receive a copy of the transcription.
 Provide a copy of your guided reading lesson plans for document review.
Voluntary Nature of the Study:
Your participation in this study is voluntary. This means that everyone will respect your
decision of whether or not you want to be in the study. No one at the study site will treat
you differently if you decide not to be in the study. If you decide to join the study now,
you can still change your mind later. If you feel stressed during the study, you may stop
at any time. You may skip any questions that you feel are too personal.
Risks and Benefits of Being in the Study:
There is always a minimal risk of loss of confidentiality when conducting interviews.
Additionally, there is a minimal risk of experiencing psychological stress. If participants
should experience any psychological stress, they have the option to withdraw from the
study at any time without penalty.
The benefit of this study is that it has the potential to provide participants with a better
understanding of the guided reading process, its components, and how to implement it
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appropriately, which may result in an improved reading program, higher student
performance, and acquisition of information to influence others to improve reading
programs.
Compensation:
There is no compensation for participating in the study.
Confidentiality:
Any information you provide will be kept confidential. The researcher will not use your
information for any purposes outside this research project. In addition, the researcher will
not include your name or anything else that could identify you in any reports of the study.
Contacts and Questions:
The researcher’s name is Mary Carrasco. You may ask any questions you have now, or if
you have questions later, you may contact the researcher.
The researcher will give you a copy of this form to keep.
Statement of Consent:
__I have read the above information. I have received answers to any questions I have at
this time. I am 18 years or older, and I consent to participate in the study.

Researcher’s Written or Electronic signature

Electronic signatures are regulated by the Uniform Electronic Transactions Act. Legally,
an "electronic signature" can be the person’s typed name, their email address, or any
other identifying marker. An electronic signature is just as valid as a written signature as
long as both parties have agreed to conduct the transaction electronically.
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Appendix G: Interview Guide for Teachers
Interviewer’s Name: ______________________________ Interview date: ___________
Interview location: _______________________________ Interview time: ___________

Research Questions
1. What do kindergarten teachers understand about the present instructional
approaches to guided reading? (Vygotsky’s Sociocultural Learning Theory)
2. How do kindergarten teachers implement guided reading in their classrooms?
(ZPD Theory)
3. What do kindergarten teachers, who implement guided reading, see as their
biggest challenge? (Sociocultural Learning Theory and Constructivism)
INTERVIEW GUIDE FOR INDIVIDUAL INTERVIEWS
1. Tell me about your experience working with guided reading? (RQ 1)
Probe: Take me through the experience.
2. How do you decide what to teach in a Guided Reading group? (RQ 2)
Probe: Tell me about it. What influences your decision on what to teach in a
Guided Reading group?
3. How do you choose the books you use in Guided Reading groups? (RQ 2)
Probe: Would you explain that? What contributes to how you choose the
books?
4. Do you have the freedom to choose each book, or are there school/district
parameters or guidelines you must follow? (RQ 3)
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Probe: Tell me about it. What contributes to the leveling of the books?
5. What number of students do you feel should be the maximum in a Guided
Reading group? (RQ 1)
Probe: Give me an example. Why do you feel this number is a good cut-off?
6. What determines how/when student membership changes within each Guided
Reading group? (RQ 3)
Probe: Tell me about it. How often might this happen?
7. While you observe your students in Guided Reading groups, what do you look
for during your observations? (RQ 2)
Probe: Take me through the experience. How do you record your
observations?
8. Describe the types of student participation you look for during Guided
Reading groups? (RQ 1)
Probe: Give me an example. How is this participation the same/different than
what you look for in whole group reading instruction?
9. What do you do when students are not actively participating in Guided
Reading groups? (RQ 3)
Probe: Would you explain that? How do you get them to "open up?"
10. How do you give feedback to students on their involvement in Guided
Reading groups? (RQ 1)
Probe: Give me an example. When do you give the feedback to the students?
(Individually/in front of their peers during Guided Reading groups?)
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11. Is there anything else about Guided Reading group instruction you would like
to mention?
Probe: Tell me about it. What influenced you to mention this?
Thank you for participating in this interview. I appreciate your time and cooperation.
Your participation will remain confidential. Once the interview has been transcribed, you
will be provided with a copy of the interview to verify accuracy.
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Appendix H: Document Analysis
Form for Teacher Lesson Plans

Teacher Name:
Date:
Format of plans (daily, weekly, grouping, assessment,)
STATE STANDARD(S) TO BE TAUGHT:

LESSON CONTENT:

TEACHING STRATEGIES USED:

RESOURCES USED:
LIST OF BEFORE READING ACTIVITIES:
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LIST OF DURING READING ACTIVITIES:

LIST OF AFTER READING ACTIVITIES:

GENERAL NOTES:
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Appendix I: Member Checking Form
Participant Number________________
All data collected pertaining to you the participant has been returned to you for
verification to ensure the information collected during the interview was interpreted
accurately and completely.
Member Checking Instructions:
1. First, read the interview transcript. If you feel the interview is correct, sign your
number below. If you feel the interview has been incorrectly interpreted, do not
sign your number. Please mark, “I wish to speak to the researcher about the
interview transcript.”
2. Please return all data to the researcher in the envelope by next week.
By signing my number, I agree that I have read the protocol for member checking.
Participant Number (PN) ________________ Date: ______________________
The interview transcript is accurate.____________________ (PN)
Or
I wish to speak with the researcher about the interview transcript. _________
(PN)
Thank you for your time!
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Appendix J: Sample of Coded Lesson Plan

